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Bxplanistory Noto

The Committee on Poevrormpee-Based Teacher Bdueation of the
fanoricarn soc iation of Calleoe= (or Teacher Bducation invited the
author to prepare a study of the antecedents of performmec- hased
programs of teacher educution.  The domnittes had already published o
noteverthy series of studies and roports in the area of teacher cduca-
tion and wanted to add To its list an historical study of teacher
cdacation with particalar reforosce to concents, movements, and pricticos
that significantly contributed to the development of performancc-bised
programs in the 1960s and 1970s. [t was planned that the report be
LO,00(-20,000 words in dength for publication by AACTE as & part of
the series

The author submitted a prospectus and outline for the study
that was approvad by the Committee. However, the completed report was
roxre than 60,000 words with an extensive set of footnotes., After much
‘Gn’idefﬂkiﬂh of the matter, the Committee decided that it was beyond
the purpose an! the plan of the project to publish the document. It
was accepted as a working paper for the use of the Committee.

In light of the interest exprcssed in the subject by teacher
cducators, the author has decided to make a limited number of copics
of the manuscript available for distribution to those interested in
the subject and to appropriate depesitories. Appreciation is expressed
to the Committee and to the AACTT for the privilege of making it
available in this manner.

Lincoln, Mebhracka J. Galen Sayler
November, 1976
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PREFACE

Phis stady is pot a history of teacher cducation; it is an
alstorical survey of philﬂsnpil 1l eoncepro, movements, studics, ropart:,
At opractices that the author has sclcected ag being highly significant
“or an understanding of the efferts in recent yoars of teacher cducaters
throughout the nation to plan and carry out better programs for the
preparation of teachers. with special reference to the establi
of what h-ve been desigrated as competency- or perfomance-his od
foxr the education of teachers.

.w !"'

RIS T T

flence thé limitations of the survey are three: The literature
znalyzed should contribute significantly to an understanding of the
eventusl development of competency-oriented programs of teacher educa-
tion in the late 19605 and 1970s; the concepts, movements and studies
to be analyzed were selected hy thu author on Lh basis of his own
value system of what constituted significance; and they should have
¢ignificance nationally or internationally in tcacher educatiom circles.

The body of literature included extends from the writings of
Plato (also reporting Socrates dialogues) to publications of the early
1960s. Inasmuch as the establishment of competency-based programs dates
vrom the mid-1950s, the search for antecedents ends at that time.

Readers may find the report useful in understanding the long
struggle through which programs for the education of teachers for Ugr
S¢ s have evolvec and the need for continued efforts to improve
tnese programs of praofessionzl training.

J. Galen anlc“
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THE ST OF e sy

CHAPTLE

PURPGAL S, SO0l AND NATHRED OF 1y STUDY

"ll?'["""3"‘ 0 fiae Sitapty

This sody s an offare 1o

Lo locate, Tint, and quote as appropriate ac writings
of eminent scholars and leaders in the field of
cducation bearii
concepts and practices of porformance- or compefoncy -
based programs for the preparation of teachers,

1800 a0 sipnificant manper on The

~+Locate, 1ist, and quote as appropriate reports, studics,
and accounts of developments, trends, and practices

that contribute significantly dircctly or indirectly

to the subsequent development of performance- or
rompetency-biased programs of teachers cducation,

5. Analyze this literature in temms of its contribut jons
to the developnent of these programs,

4. Summarize and interprot the contributions of philosophers,
scholars, and other cducational leaders and of pertinent
reports and studies to the concepts and practices of

performance- or competency-based teacher education
programs .

Ot providing a4 program of schooling for anvone by irs
very nature necessitates a choice among alternatives and hence invokes
values and choices based on a value system. This requirement applies
doubly in the matter of teccher cducation for it conprehends 2 concep-
tion of the functions and purposcs of the school in which the teacher
will guide the process of learning but also a conception of the manner

in which the teacher himself/hersclf should be prepared to fulfill

tnose responsibilities in a school. At the outset, then, i1 is appro-
priate to state the point of view of the dinvestigator aboul the functions
of the common schoal s,

The process

function:

i served hv Schoo ls

A, A

Historically a school has heen established by a social group to

perform these functions:

I

-3}
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- twnatrbube to tin rrapsinisaaon of dhe cllture of ot he porong,

! Sasrntodr the sacaaddvation af the young.,

Sooo AL e she proessavaton of the society g tution,
o erp g pase e yen e Foa adn T et

. v , . |

o Promot e Che persomel des e Topment o tlee s ongy

bV e usaly . thesie Puncizone oo ned dpa reteg b Beer s intermi e loed,
bul sichoo le de vary smong Uhomse v s and over o periad of tme in the
refazive omphasis given to gt funetjon 1o the 1aFa]l pet roe tiona l

progTom oof the scheol,

An analysis of the roots and philosophical antecedents of the
present effovts to develop programs of teacher education bascd on the
coneept of wompetency o perform the duties and responsihilitics of a
tuiehier necessarily will cncompass these broad aspects:

Lo The ensence of teaching,  What is teaching?  What does
teiacher do in hisZher professional role of teacher?

2. The competencies needed,  What abilities, qualifications,
attribut ¢s, and competencics does a teacher necd Lo ful-
fill these roles and functions to tho high degrac of
proficiency desired?

3. The development of these characteristics and proficiencics,

How may a teacher hest acquire these attributes and
competencres? How may a teacher education program assist

most effectively in this process?

A consideration of the nature of tcaching and the competencies
needes to be a successful teacher must be based on the hroad purposcs
that the social group collectively expects the schools to serve. A
narrow conception of the primary functions of a school would render
untenable any analysis of the roles and responsibilities of a teacher
and misconstrue therature and scope of teaching itaclf.

scope and Organization of the Srudy

[n tracing the philosophical views and the historical trends that
have contributed significantly to present developments and interest in
conptency-based teacher ecducation programs severe restrictions on the
scope of the study had to be imposcd--otherwise this volume would he
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P b Pamous bealope with Menion, oo reported by Plato, sSocrates
oeratyen iy ol ot eares the beot Laown and frghly aeelmimed method
ot P sthe dndogue s now cimply designated as the Socriatic mel hod
4o sidan, denching o the Socratic mode consists primarily of
vesrnting the learner an his/ber acquisition of kel odpe, as contrast ed
oomere bmavting of opinion by lectures, orations, and answers stat ing
condymenl s otutons, and using the powers of persuasing by eloquent
ooy Pheometheds of the Sophasts apainst whom soerates railed.
Sovrites betreved that knowledoe wis the bisis For all virtue;

[T TR SR 5!

miok what constitares

virtue he/ahe

a0 proemise not subots

mtizcod hy recent cvents in

will aet virtously

onr public 1ife) ., flow

does one aegni ve knowl e Fhroogh has/ber own offorts.  The role
of teacher iv 1o prod, strmmulare, aud iitide the learnor in this (quiest
ror knowladge  nov to engage in futile artemprs to tell the learner
hat e should aecept as knowledue,

Socrates explains his
for hi

D N
e faben

o¥Yirst assuned some
fre the strongest,
/ seemed to agree
Cdulsdtion or

agreed T regarded as

method ot ingoiry, of
Approache to education and the acquisition of wnowledpe:

and

reEsOnIng,

proposition, =hich T judped to
then | affiriscd as true what-
with this, whether related to

to anything olse; and that which dis-

untrue, I cannot help

thinking that it there be anything heautiful other

than absolute beauty

as it partakes of absolute beanty--and 1

same of cvervthing,

1t s heautiful only n 50 far
say the
I cannot atford 10 give
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up the sure ground of the oridginal postulate, And if
anyone fastens on you there, you would not mind him, or
anlswer himuntil you could see whether the comsequences
which Follow agrec with one another or nat, and when you
are further 1equu::d to give an account ©f this postul ate
vou would give it in the same way, assunding sone higher
post ulate which scenmed to you to be the hest founded,
unti | you arrived at a %"gtiqi‘m:*nr;; rest ing plice; bt
yvou wuld not jumble topethex the fundamental pranc iples
and the consequences in your reasoning--at least it you
want el to discover real exiszince, s

Profescr Laszlo Versenvi, of 81 1lizems CoElesye, has propared an
excellent analysis of the Socratic method of teac hing- —-the raowned
dialopue:

Socrates' clear-cut distipey ion betweon <pinion cind
kiow led ge, appedrance and truth, and his belief an
Lhe attaimability of hiowledge mnd trath chiinged
this [the Sophist's views) radically, . . . In
contrast to opinion (right ox wrong), knowledge 2s
sone thing reflected upon, something reasoned, crati-
cited, and argued, something that is mot merely
accepted on someone else's authority but appropr aated
by the knower himself through rational reflection,
made his own by questioning and dccepted on his own
authority as a reflective human being. . . . Hhat
mnake s t he knower a knower is not the cruth of the
stat ement but that scarch foxr and appropriation of
tle truth which alone camresult in the accuisition
of knowledge rather thin opimiors, .. . Sinceonly
anet s own scarch could lead *o knowledge , whoevew
nov wanted to teach had only one task=z to start the
stud ent ont his own ratiorml, roflectiwe, critical
search, . . . To the extent that aman <an be nade
avare of his lack of knowledge, he an acquire
knowledge. . . . True teuchdng must be elenctie 5
i.e.,a questioning of accepted opinions, exanination
of beliefs, a refutation of dogmas, a testing of
know led ge and an indictment of ignorance--in shoxt,
a demnd for an_accountinmg and justification an ghe
stud ent 's part.”

The @seonce of the Socratic method 15 {17 by appropEiate mozans -~
ques tioning, moc kery, ivony, fallixcious =tatement §, untenable promisos.
bring the student ro a sense of wondexnmerst, perplexily , curiosity,
interest and desire to oxplore and think thyough 4 natter ot lm;lm
importance, such as a belief, kiowledge, value s (24) by the use of
dialogues :md simi Inr methods (toddyy  invesst iga Fions, rese\e b, group
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vouryy and terder? for it s then that ar is hest molded
and takes the impression that one wishes to sTamp upon
it,  Quite so, Shall we, then, thus lightly suffer our
children to listen to anv chance stories fashioned by
any chance teachers and so to take into their minds
opinions £or the most part contrary to those that we
=hall zhirtk it desirable for them to hold when they

ate grown up”

Ry 1o manreer of means will we allow it

We musT bergin, then, it seems, hy a censorship over
out storymakers, and what they do well we must pess
and what peot , reject.  And the stories on rhe accepted
List we will induce nurses and mothers to (oll to
zlhe thildren and so shape their souls by thg‘Sg: stories
fur rather than their bodies by their hands.t

]

[t many of hiswritings Plato is greatly concerned about the mattor
of teuching virtue, The lomg dialogue between Protagoras and Socrates
is an excellent example of this concern and ot Plato's thoughts on

the matter.,  After describing the role of parents and the nurse in
tea<hing vivlue Lee the liztle child, Plato has Protagoras saying:

Later on when they send the children to school, their
instructions to the masters lay much nore emphasis on
good behavior than on letters or music, The teuachers
tike good care of this, and when boys have learncd
their letters and are ready to understand the written
word as formerly spoken, they set the works of good
poets before them on their desks to read and make them
learh them by heart, poems containing much admonition
and may stoeries, GLIIDEIE%, and panepyrics of the good
men of olcE, so that the child mdv be inspired to imitate
therm amd .ong to be like them.

After paving other examples from music and gymrst ics, he summar ioes:

See dng thesn that all of this care is taken over virtue,
hot 1 indivvidual 1y and by the state, are you surprised
thae v irteae should be teachable, and puzzled to know
whether it is? There is nothing to be surprised at.
The wonder would be if it were not teachable.

Bat Plato has Socrates nake the point that the sons of some ot the
groeat men o € A thers are not shining exanples of virtue. [‘I‘Gtilgi)r:l:%

(M1 ites) xlt«‘n\pta to exploin this situation, and copcludes "Phus 11
i owith viroue andd everything clse, so that if we can tmd sqmneone only
Glittle berter tian ot hers at advancing us on the road to virtue,

TRal

wir =t b o tent .
Further, on =etiod, Plato weites i the Republic, Rook VIl

0
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.« - a free soul ought not to pursuc any study slavishly,
for while bodily labors pertormed under constraint do

not harm the body, nothing that is learned under compulsion
stays with the mind. . . . Lo not, then, my f£riend keep
children to their studivs by compulsion but by play. That
will also better cnahle you to discern the natural capacitics
of each.

In the Laws, Book VI, Plato has an Athenian cxplain at considerable
length the way in which the system of school ing should be established
in the state. He proposes that there should be a supervisor of educa-
tion as one of the principal officials of the government and insists
that "the post is far the most important of the highest offices of
state. Foxr in all growing creatures alike--tre 5. brasts, gentle
or savage, humankind--the first sprouts and shootings, if but fair,
are the most patent to effect the happy consumation of goodness ﬁtualdr
ing to kind.™ The legislators were inveigled to "'appoint to the chargc
of their direction him who is in all points best of all the c1t1*cnk.”ll

Christian 0. Weber, of Wells College, summarizes succlinctly the
niature of the Socratic-Platonic methods of schooling:

lt 15 a4 wise teacher and reformer who remembers the inherent
or potential love of the human heart for ideal perfections,
The teacher who strives to awaken the inner and vital
interests of the pupil rather than to impos¢ rigid require-
ments of rote learning fiom without is applying Platoism

to her teaching. She presides, as did Socrates, the great
follower of Plato, over the birth of ideas. To awaken
interests the teacher holds up tantalizing images of
perfect ion which lurk in all ambitions. She awakens rather
than comnunicates to the pupil the poteﬂt1¢11t135 for
development which lie fallow in him 12

Avistorle (384-322 B.(.)

Aristotlce dealt with the aims and purposes of education and the
curricutun of formal educational institutions rather extensively in
his writings, especially in his Politics and Ethics, but considered
methods ot treaching or the role of teachers scantily, except as these
matters evolve indirectly from the discourses on education. lfor
Aristotle, cducution enabled the individual to achicve the ultime te
goal of lite--the attainment of happiness, and happiness results from
excellence in those virtues that constitute the scope of man's
activities, 1

Aristotle states that there are two routes to excel lence in the
virtues of life: habituation and instruction,

Some philosophers think that wen are virtuous by nature;
others, that they become virtuous by practice; still

1)
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others, that they become virtuous by instruction. Cer-
tainly what pertains to nature is not in our power but
comes from divine cause to 2 man who is very fortunate,
However, discourse and instruction arec not effective

with everyone but the soul of the hearer must be prepared
hy good habits to rejoice in the good and hate the evil.
- ., But it is difficult properly to direct anyone to
virtue from his youth unless he is reared under good
laws | to 1ive a temperatec. and hard life is unattractive
to most pecirle but particularly the young. For this
reason the I;lflﬂg of children and their activities ought
to be regulated by law, Thus good things will not be
distasteful after they become habitual.

It is not enough that the young reccive proper rearing and
care, but on arriving at manhood they must learn these
very things by expericence and hecome accustomed to them.
For (his we need laws even throughout the whole of man's
life, for most men are more attentive to coercion than
argument, to what is hurtful than what is good, 14

Aristotle believed in the development of the individual by extensive
practice of various virtues under a regimen of harsh discipline, strict
laws, and rigid control, capped by formal instrv~tion that provides
the knouledgc and understanding that would then guide him in living
virtuously throughout his lifetime. As did Plato, his teacher, Aristotle
believed that the primary functinn of education was to enable the
person to be an effective, participating citizen of the state, one who
lived a moral and virtuous life in accordance with the community's
concept of the good life.

European Philosophers and Educators

From the time of Aristotle to late scventeenth and eighteenth
century is indeed miny centuries but space rules out a consideration
of what little was written during that con that would contribute
to an analysis of teaching and the role and responsibilities of
teachers in the process of schooling. The great stalwarts of cduca-
tional theory of Western Europe and England are still to be considered.
The works of only a few will be chosen for examination: Kant, Hegel,
Pestalozzi, Herbart, Froebel, Montessori, and Spencer.

Immdnuel Kant (] 4-1804)

In the same vein as the Greek philosophers, rant views cducation
as the means of atraining perfection. le directly and lﬂd]rliﬁly
Jevotes much attention to matters of ccucation and teaching.* During
his years of teaching at the University of Konigsherg he delivered a

11
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series of lectures on pedagopy during a period of Four semesters.
Extensive notes on these lectures were recorded and codited by Theodor
3

n

Rink, and it is from this source thut Kant's ideas on education and
teaching are obtained.

His basic position is stated thusly:

It is possible for education to become netter and hetter,
and for cach successive gencration to tohe a step nearer
the perfection of humanity; for behind education lurks
the great secret of the perfection of human nature.

One principle in the art of zducation, which those men
who devise educational plans should especially have in
mind is this: children should be cducated, ot with
reference to their present condition, but rather with
regard to a possibly improved future state of the human
race--that is according to the idea of humanity and its
entire destiny. Cood Education is exactly that whence
springs 41l the good in the world.l® o o

Kant believed that pedagogy should be rational, consistent with
the basic philcsophy of 1ife itsclf, and based on experimentation,

Peachers may take pride in his plea for expertness in the art of

education: '"In order to improve children, it is necessary that pedagogy
become a study, otherwise there is nothing to hope from it, and he
who has been educated corruptly trains others in a 1ike manner."l7

As to the teaching process, Kant said: "It is not enough that children
be trained; the most important thing is that they learn to think."
Moreover, "educatjon and instruction must not be merely mechanical,
but must rest upon principles."1® It is for this reason that he
pled for experimenta) schools in which to try out methods and to scek
to improve instruction. Kant recognized almost two centuries ago that
"one of the greatest problems in cducation is, How can subjection to
lawful restraint be combined with the ability to make use of one's
freedom? For constraint is necessary. low shall T cultivate freedom
under conditions of campulsiﬂn?”lg Kant then listed three procedures
for developing trecdom within contraint:

fa) The child should be left pertectly free, from earlicst
childhood, in everything (except in such instances where
he might injure himself), unless the manser of his Frecdom
interferes with that ol others, . .

(h) The child must be shown that e cian artain Wis oaims
onlv as he permits others to reach theirs., |, .

{c) 1t must ulso be shown to the child that he is under
such contraint as will lead him to the use of his own
frecdom; that he is cultivated, so that one day he mawv
be FFQEE=Lhﬂtﬁi§, not dependent on the foresdight of

others,
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Again, Kant sought to move the child to the development of under-
standing, the use of reason, and formulation of principles for his
actions. He speaks at length about the development of maxims [which would
be principles of conduct] as the essence of moxal education. And these
"must spring from man itself."2l

Kant, as one of the earliest philosophers of the modern era to
write on educational theory, has had a tremendous influence on the
development of modern educational concepts and practice, not only
through his owr writings but by his influence on later German and
American educational leaders and theorists.

Hegel expanded and extended the Idealistic philosophy of Kant,
and developed a more thorough, systematic concept of life in its
many manifestations. He dealt with education and teaching only in
relation to other matters, but his influence on educatiomal thinking
and practices both in Furope and this country in the nineteenth
century was highly significant in setting the pattern and practices
of Idealism as the basis for educational planning and program develop-
ment . This is the basic philosophy of inculcating fundamental ideals
and the form of the world, derived a priori by logic, through school
training, with the recognition that only the more superior persons
could and should seek to master these understandings, and hence to
rise to roles of leadership and governance. The cuxriculum would be
rigid, clear-cut, predetermined and abstract im nature. Teaching would,
of course, be directed to this kind of mastery and the acquisition of
knowledge .

Johann Herbart (1776-1841)

The llerbartians had great influence on American education in the
later part of the nineteenth century. A number of leading educators
of this country studied Herbart's doctrines in Germany and became
vigorous advocates of his concepts, principles and philosophy. They
formed a society, The National Hexbart Society, devoted to the advance-
nent of his ideas. Tt is fair to state that Herbart's extensive
writings on psychology and education constituted the first full-scale
consideration of the educational process, from defiming aims to the
art of instructiom, available to educators and it is quite apparent
why they vere attracted so strongly to Herbart's work, His psychology
was much more comprehensive, sciemtific, and advanced than any other
theories of the day, but it was principally his proposals for instructiom
that received enthusiastic support.

For Herbart, "The one and the whole work of education may be
sunmed up in the c@nccpte-ﬁaralityi"gz He continues: "It is the certaimty
of its plan which gives value to education; it must see its result
peforehand, if rnot indeed with absolute certainty, yet still with much

1
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probability,"™ " Herbart was insistent that man left to himsclf would
become a "very clever, calculating, Jogical egoist." But through
education and the guidance of a teacher, a student would develop
many-sided interests, a clearness of understandlng, and a great energy
of character. Herbart did not propose to impose a morality on the
student, "but rather insight, together with corresponding volition

in the pupil." ‘Thus is it primarily the development of the individual
that Herbart sought through education--development that resulted in
standards of morality, character, willingness to act on the basis

of morality, and the ability "to discern and assimilate new moral ard
intellectual truth." Power summarizes terbart's concepts of mor:

as inner freedom, perfection or efficiency, benevolence, justice

and equity. 24

Herbart devoted much space to the role and work of the teacher.
He especial ly urged the desirability of thorough planning: ''What
the educator should care for must lie open before him like a nap,
or if possible, like the plan of a well-built city." Further, "the
teacher must represent the future man in the boy, Lcnécquently the aims
which the pupil will as an adult place before himself in the future
must be the present care of the teacher; he must prepare beforehand
an inward facility for attaining them."<® The concept of the "many-
sidedness of intcrest" is developel extensively in the second book
of his Science of Education; it holds much value for teachers today.

Herbart sees that "the teacher himself will be to the pupil an
object of experience at once as fruitful as it is direct." The teacher
must have clear conceptions of the aims of education and of modes to
achieve them. The importance Herbart attached to teaching is expressed
thusly:

The aims of all those who ecducate :and demand education
is determined by the range of thought they bring to

the subject. . . . If the teachers posscss originality
they will utilize all that comes to hand to provide
stimuJus and occupation for the objcects of their care;
1f they have toresight, they exclude all which may be
harmful to hcalth, disposition, or manners.26

The most practical and most widely used aspect of Herbart's
concepts of teaching consists of his analysis of teaching. He himself
designated four Etgps or processes in teaching: '"Clearness, association,
system, method, 27 Hig leading disciples expanded and restated these
four steps into five, based on his explanation of then:

1 Preparation - Analysis ) s e o
2. Pfégéﬂt&tiﬂﬂ - Synthesis ) Apperception of percepts
5. Association )} Thought. The derivation and
4. Systematization ) arrangement of rule, principie
5. Application )} or class.  lrom knowing (o doing;
use of motor pow&rgzs

14
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Friedrich Froebel (1782-1i852)

From a vantage peint of more than a century later one may truly
declare that Froebel next to John Dewey contributed more to the advance-
ment of educational practice in the world than any other person of
modern times, All of the research both in matters of formal schooling
and in human growth of recent ycars confirms the utmost importance
0f the first few years of childhood in the development «f the individual,
intellectually, emotionally, socially, and physically. It was Froebel's
advocacy of the kindergarten and his overwhelming efforts to establish
and promote the movement, to formulate curticulum and programs for
thl§ age grﬁup, and to p:epare teachers far pr@fess;anal wark at thl%
thé nations of the wgstern wgrld tg tﬁa develapment of program: of
schooling for the young child. His proposals, programs, and plans for,
and work in actually establishing and operating the schools contribute
much to the art and theory of teaching nd the role of teachers in the
educational process.

Froebel sounded the clarion call more than a century ago that
should characterize all efforts in developing quality progranms of
education today;

Come, let us live with our children!

"Come, let us live with our children' becomes, when
manifested in actiom, an institution for fostering
family life and for the cultivation of the life of
the nation, and of mankind, through fostering the
impulse to activity, investigation, and culture in
man, in the child as a member of the family, of the
nation, and of humanity; an institution for self-
ins-ruction, self-education, and self-cultivation
of nkind. . . ,2

Froebel, as was evident in the works of other philosophers of
cducation of this period--Kant, Herbart, Pestalozzi, Rousseau, Spencer,
Hegel, Goethe, emphasized the importance of the individual as a
person in the schooling process and the necessity of cultivating and
developing his inherent potentialities. Thus, his definition:
"Education consists in leading man, as a thinking, intelligent being,
growing into SEIffCEﬂSﬁlGUSnESS, to a purc and unsullied, conscious and
free representation of the inner law af Divine Unity, and in teschlng
him ways and means ghereto T30

In his basic treatise, The Education of Man, Froebel not only
states his views on the aims and goals of education, but presents in
detail appropriate principles and plans for ecducation from "earlies
childhood" through the "boyhood of man'" to '"man as a scholar or pup;l "
Throughout the whole period of development he pleads for a unity of
things, a complcteness that brings into harmony the internal life of
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the child and the external world.

The kindergarten "is to be a living whole, or, as it were, a tree
in i1tself, as well as to provide means of emplaym&nt and LDE&;QUQn*l“
of culture and instruction, founded on the relations of man to Nuturo
and 1ife.”

His basic instruction to teachers is:

The educator, the teacher, should make the individual
and particular gencral, the gencral particular and
1nd1v1dual and elucidate hoth in 11FL, he should
make the external intexnal, and the intern Tnal external ,
and ;ndlcate the ﬁecessary unlty Qf thh, hﬁ ﬁhﬂuld

1ﬁ51ﬁ1ta in fle 1ght DF The flnlte and hﬁrmonlze bnth
in J:Lffz:.Tf=

His plan for education:

As the preceding period of human development, the period of
childhood, predominately that of life for the sake merely
of ]LVlng, for making the internal external, so the period
of boyhood is predominately thc period for lLarn;ng, for
nmaking the external internal,

At the more mature stage, Froebel helieves that

The school endeavors to render the scholar fully conscious
of the naturc and inner 1ife of things and of himself, to
teach him to know the inner relations of things to onc
another, to the human heing, to the scholar, and te the
living sourcce and conscious unity of all things. L33

As to the role of the teacher he writes:

It is by no means the acquisition of a certain number
of miscellaneous external facts that constitutes the
essential characteristic of the rchool, but only the
living spirit that animates all things and in which
all things move. Would that all whose business it is
to aigfct and manage schools might carefully consider
this,-

Joharn Pestalezzi (1746-1827) and Jean Rousscau (1712-1778)

Pestalozzi and Rousseau, together, arc the "fathers" of child-
centered schooling. The mest avid proponent today of any movement
labelled *'progressive cducation," "open education,” ''individually
guided education,' or "the child-centered school' wauld not state
more ¢learly or more cloquently the case for the individualization

16
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of education than these two great leaders of cducational velorm in

the eighteenth century. Any teacher or professor of cducation who
wishes to develop a rationale and then a methodology for individualiza-
tion of instuction may well start with their respective monumentil
works, How Gertrude Teaches Her Children and Imile. Note also thut
Power, in an excellent analysis of the views and concepts on educition
of these two great men, insists that a proper title for Pestalozzi's
compiled works could be "Talks to Teachers,'db

For Pestalozzi, the ultimate aim of cducation is

. . . to qualify the human being to the free and tull use
of all of the faculties implanted by the Creator, --

and to direct all of these faculties towards the perfec-
tion of the whole being of man, that he may be enabled to
act, in his peculiar station, as an instrument of that all-
wise and almight Power, that has called him into life,

215
.

These two philosophers advocated that schooling should be in harmony

with the natural development of the child., The purpose of education
is to guide the unfolding of the natural capabilitics and potentialities
of the student; natural cducation is a highly personal affair, yet
it is guided and directed hy a skillful teacher to the end of ¢nabliny
the person to attain complete seclf-development and good moral charactcer.

.0 instruction, both content and method, should he in complete harmony
with the stages of development of human nature. The subjects taught
should be selected in light of the child's interests and nceds, learning
activities appropriate for his or her state of development, and past
experiences and natural interests.

The role of teacher is greatly enhanced and is a much more demanding
and insightful onc than characterized traditional education of the
cighteenth ¢entury, fHence, the great importance Pestalozzi, who was
the practitioner as well as theorist, attached to teacher training
and the work of teachers in the schools. Tn fact, he clearly saw
that the success of the school depended on the skill and ability of
the teacher,

The starting point for instruction is the child's intuition and
his/her natural inclinations; but learning is to be directed step by
step, moving forward gradually as cach step was mastered so that the
unfolding of the child's development would be progressive, in line
with future necds, and pointed to character. lrom the extensive writings
of these two great pioncers of child-centered cducation, perhaps this
one quotatjon bust represents the point of view of naturalistic
schooling:

CALL anstruction of man is then only the Art of helping
‘Nature to develop in her own way; and this Art rests

essentially on the relation and harmony hetween the

17

23



O

ERIC

Aruitoxt provided by Eic:

Lipressions received by the child and the eaact degree
of his developed powers. 1t is also necessary in the
Lupressions that are brought to the child by instruction,
that therc should be sequence, so-that beginning and
progress should keep pace with the heginning and progress
of the powers to be developed in the child . . . the
constituents of instruction must be separated according
to the degree of the growing power of the child; and

that in all matters of instruction, it is necessary to
determine with the greatest accuricy which of these
constitutents is fit for each age of the child, in order
on the one hand, not to hold him back if he is ready;

and on the other, not to load him and confuse him with
anything for which he is not quite ready.?’

Mointessorl was both a theorist and a practitioner. Her schools
were exemplars of her concepts of the educational process. Revival
of interest in this country in the Montessori methods indicates the
importance of her works.

Montessori believed that the perfection of man himself and of
society could only be achieved through the proper education of the
young, beginning at birth. But such education must be a process of
natural unfolding, of helping the child educate himself: "All growth
must come from a voluntary action of the child himself." Thus her
Views!

If salvation and help are to come, it is from the child,
for the child is the constructor of man, and so of
society. . . . Education should no longer be mostly
imparting of knowledge, but make take a new path, scek-
ing the releasc of human potentialities, When should
education begin? Our answer is that greatness of human
personality hegins at birth, an affirmation full of
practical reality, however strikingly mystic., ., . .

Scientific observation then has established that educa-
Tion is not what the teacher gives; cducation is a
natural process spontancously carried out by the human
individual, and is acquired not by listening to words
biut by experiences upon the environment,38

Montessori's methods are fully deseribed in a number of her hooks,

but briefly and inadequately stated they call tor the setting of learning

cxperience for the child by an adult at a verycarlyage; the adult
15
it; an environment is “prepared' in the classroom that enables the

child to engage in a varicty of games and activities, but the teacher
must Know when it is appropriate for ecach individual child to engage

18
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in g particular exercise or activity, wse 4 particalar prece ol equilp

H

ment or 4 pame. orf manipulate things, Development of good work hubyi T

is also important, and this results from the child's activities with
materials; development of sclf organization Is important, and this, T,
comes from properly directed activities in his early years; provide
ample "liberty within limits."

The teacher is all important in the Montessori plan.  She alwuy
devoted much of her time and cnergy to *he training of tedachers.  Her
training course had three aspects:  philosophieal and psychological

foundations of the method, and the theory of the teaching materials;
the practical work with the teaching materials, which the teacher must
understand fully so that he/she knows the sequence and the manner in
which to present them to the students; and obscrvat ion of the childron
in school, particularly to observe how the child teiches himsel £/
herself in the free atmosphere ot the schoool.

But underlying the program of teacher preparation was Montessori's
insistence that o teacher must love children and study and ohserve
cach one individually so that a proper and valid program of experioncyes
could be planned. Some of her thoughts on this matter include:

It is my belicef that the thing which we should cultivate

in our teachers is more the %plrlt than the mechanical
skill of the scientist, . . . The interest in humanity

to which we wish to educate the teacher must be characterised
by the intimate relationship between the observer and the
individual to he observed. . . . But the tove for man is 5
a far morc tender thing, and so simple that it is universal,

Herbert Spencer (1820-1903)

Spencer was an carly and avid advocate of utilitarianism 1n edusi
tion. His oft-quoted dictum in his etfort to answer his own quc%tlnn,
"What Knowledge Is of Most Worth?" expresses aptly this position:

"How to live?--this is the essential question for us. . . . To prepare
us for complete living is the function which education has to discharge;
and the only rational mode of judging of any educational course 1s,

to judge in what degree it discharges such function.'40  Further in
developing his concept, Spencer delineated the "leading kinds

detivity which constitute human life."

I. Those activitics which directly minister ro nelf-
preservat iong

D Thise activities which, by sccuring the necessarie:
of Tite, indirectly minister to self-preservation;

S0 Those activities which have for their emd the rearing
and discipline of otffspring;

10
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+o Those activities which aroe involved in the maintenance
of proper social and political relations;

5. Those miscellaneous activities which make up the
leisure part of lite, devoted to the gratification
of tastes and feelings.'t!

1

o

pencer also had considerable to say about teiching methods,  Muach
of his second essay in Education, "Intellectual Education,™ is devotad
to this topic. Of course, he favored a naturalistjc approach to
instruction. He built on Pestalozzi's idecas of learning through
activity, learning by doing, and in giving the child a great deal of
freedom to choose his or her activities and modes of pursuing them.

He especially recommended the use of observation, and the "systematic
culture of the powers of observation.”" 42 He believed in the idea of

a process of natural development of the child, and felt that instruc-
tion should adhere to the "methods of nature." "Educiation must conform
to the natural process of mental evolution." For him "the acquirement
of knowledge {should be] pleasurable rather than painful v

Spencer stresses the necessity of good teachers: “Bad teachers
will fail even with the best methods." In fact, he stared that "The
subject which involv.s all other subjects, and therefore the subject
in which the education of everyone should culminate, is the Theory
and Practice of Education."3 Fe felt That good teaching depends on
a philosophical basis: "The true education is practicable only to
the true philosopher." He continued: '"To pursue a rational course
throughout the entire range of studies, asks an amount of judgment,
of invention, of intellectual sympathy, of analytical faculty, which
we shall never sec applied to it while the tutorial office is held in
such small esteem."44 The essay includes six listod principles of
teaching, which emphasize instruction that proceeds from the simple
to the complex, and from the concrete to the abstract, from the
empirical to the rational, is in accord with the education of mankind

historically, and results in pleasurc for the learner.

American Scholars and Leaders

Although a number of American scholars, statesmen, dnd writers
who lived during the colonial period and the edarly years of nation-
hood, such as Franklin, Jefferson, and Rush, had important things to
sily about education and schooling, attention here will be given to great
cducational leaders of the nineteenth century: Horace Mann, Ralph
Waldo Emerson, DeWitr Clinton, Henty Barnard, Chuarles Eliot, and
Nicholas Murray Butler,

20
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Yhem, o Coeoan hy any human meins they wan be prepared,
tey bl oot and stronger mind and Lo setbiah
and  pmp afrections, o more ardent love of wan, .

to the decision of those momentous questions ol time and
cternity which in the last resort each man mist not only
decide for himselt, but must abide by the consequences
of his decisions. 49

He expounded at preat length on the contributions of edieation

to the development of the traits and shills necdod by people an thear

diily lives and, particularly, in cavrying on the Jdutics of citrenship

in 4 democracy. 0

The attitude towards teachers and their competeacies 1n o pointedly
stated in Mann's first annual report in which he gquotes the law in
citfect in Massachusetts at that time (1837):

Ir shall he the duty of all instructors of youth to exert
their hest endeavors to impress on the minds of children

and yonth, committed to their care and instruction, thu

principles of piety, justice, aml a sacred regard to
truth, love to their country, humanity, and nuniversal
henevolence, sobriety, industry, and frupality, chastity,
moderation, and temperance, and those other virtues,
which are the ornament of human socicty, and the h333517
upon which a republican constitution is founded. . . .

Mann devoted much attention to the process of teaching and to the
sreparation of teachers. [t would be apparent that he envisionad o
! - o :
the responsibilities

teacher as a person who could carry out all of
For five yrars of

depicted for education in the quotations abuave.
hi= term as Secretary of the Massachuscetts Roard of Education he

annually toured each county of the state to deliver a lengthy, tedious
lecture to a conference of teachers, as required by law. e haranguaed
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Cor Lo }f’-‘sm{ o 1l &l{\:«’».

deney Kasnard (1811-1900)
Peary Baornared, whose caety carcer pavalicled that of Horace

Mann, both serving at the same time as sceretiaries of their respecti
atate hoard of education--Connccticut and Massachusetts, excercisad
tremendous influence om education in this country {or more than i
halt century, He not only was sceretary {oand for an interim alse
in the wame type position in Rhode Tsland), elitor of the renowned
Americon Jdournal of Bduciation--one authority designates him as "the
croater of American educational literature,” a college and universit
president, and the first U.S. Commissioner of Education (1967-1870),
bt as a national and international spokesman for education, Barnard
mitst he regarded as one of the most eminent of American Educators.

Barnavd and Mann, morcover, held quite comparable conceptions

the purposes of the school, the nature and scope of the curriculum,
and the vole and qualifications of teachers.  Barnard wrote:

1 the ends of cducation were regarded, something more

would be aimed at than to enable a child to read, writce,

[
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At e the diviidus o coneerned, it would be to
covire the higthest degree o health, powers ol avcurato
chavrvation, and clear retloction, and noble foeel Pragres o

Pdteation, Barnard beticved, 10 1o prepare the young to be o od
citesens, leasd o omoral o and ecxemplarvy Life, be induﬁtriuuf, and contribute
toothe tmprovement of socicty,  Schooling choald have its practical
cpecto e we b the mora b and chavacterabuilding qualitics.  Teachers
vecadviecd ro make o of the notural thing around them, and to

obate dnstruct fon to the coervday cxperiences of the student.

, Barnard incisted that
“teachers shonbd he selected in reference, not only to the ovdinary

Aot the qualitic ot ons ol L cachers

atre s veanired o o bl tenchieve i the cohool oo

| bt tar thelir
dhrbity to exert g osocial infloence of the right character.”  He then
Prvtedd o pomber of competencies tenchers hould possess, particalarly
oy shing them to "take o decided interest in varyrhing that relates

to rhe moral and gntellectual improvement of the people,'hd

Barnard was o strong advocate of reac her training, and devotod

ool b protessional activities o Chis matter. e pleaded:

e

would vrpently hut respecttolly repeat et something
be done to provide an adequate supply of well qualiticd
teachers for our common schools, Without them | have no
expectation rhat there will be any material impruvgmcgt
iotne qua and amount ot education given in them. ?-

h

A odid Mann, he orpanized teacher snstitutes and confercnces, and
promoted the organization of societies of teachers through which they
could exchange ideas and learn better methods of instructicon.  lle
decried the excessive turnover among teachers, and the low salaries

But his most significant efforts were in the promotion and establish-
ment of normal schools for the training of teachers. Under his leader-
ship, Connecticar and Rhode Island joined Massachusetts in the movement;
and throughout his long carcer he continucd to work for the improvement
© programs for teacher cducation.

0y f

walph wWatdo Emerson (180351882

Hhie movement known o Treansoodentaliom was o powerlul intfluence
tie Ameriean thoughs in the nineteenth century, =o o hrief citation
rrom one ot its leading spokesman, Ralph Waldo Emerson, is in order.
The parallelism between much of Mann's writings on the purposes and
aims ot education and Emerson's two essays on the subject is evident.
roth had lofty conceptions of the role of education in the achievement
bty by man, appealing for the development of truly

NG,
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raon o wrote it

The great obicet of Lducation shonbd be commensurate with
Che object of Life. T <hould bhe a moral one; to teach
self-trust;, to inspive the vouthful maa with an 1nterest

in himself; withacuriosity ronching his own nature; to
acquaint him with the resources of his mind, and to teach
Bim that theve i all his o strength, and to intlame him with

N . - . N . s
plety towirds the Great Sind in which he Lives, 0

ating at lenprh why he "likes boys [V

belioved that

the secret of Lducation liws in vespeosing the
iw;l'\i[_ It 1w pot oy verts o chosrae what e Chall b,
what he shall do, Tt i= chosen and forcordained, and

ho only holds the key to his own sceret. By your
tampering and thwarting and too much governing he may
he hinder o1 fromw his own end and kept out of his own.
Respect tire child. Wait and sce the new product of
Nature. MNature loves analogies, but not repctitions.
Respect the shild., B

not on the solitude. s

25 the essay with some home-spun advice to teachers,

[ asswme that you will keep the grammar, rveading, writing
and arithmetic in order; 'tis casy and ol course you will.
But smuggle in a little contraband wit, fancy, Lmagina-
tion, thought. If vou have a tastewhich you have
suppressed because it is not shared by those about you,
tell them that, . . . If a child happens to show that he
knows any fact about astronomy, or plants, or birds, or
rocks, of history, that interests him and you, hush all

the classes and encourage him to tell it so that all may
hear. Then you have made your school-room like the world.
0f course you will insist on modesty in the children, and
respect to their teachers, but if the boy stops you in
your specch, Cri?ﬁ out that you are wrong and sets you
right, hug him.58

rzon then lavs down this concept of i teoicher:

By simple livinp, by an illimitable soul, you inspire,
you correct, you instruct, you raisc, you cmbellish all,
By your own act you teoch the hehotder how to do the
practicable. According to the depth from which you draw
your life, such as the depth not only of your strenuous
offort, bhut of your manners and prgsagnmﬁ,"!

w

ot
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and Tisting their hoyi-
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Do Wittt Clinton (7o s

be Witt Clhimton, governce 0 Now York and o great political leader
ta that state during the first pact of the nincteenth century, wi
also o strong advocate of public education and took a very aerive rvole
indeveloping our system off schools and programs tor the training
of teachers,  In common with Jefferson and many other leading states-
men of his day, he regavded education as the means whereby mankind
achicved ity highest level of fulfillment, piecty and movatity., Further -
more, he considered education casentinl for the development of o
republican form of government.

some excerpts from his addresses and wreit ooen oive s point of
View:

The First duty of a state is to vender i0s citicens
virtuous by intellectual nerpuction and moral discipline,

by enlightening their minds, purifying their hearts
snd teaching them their rights and obligations.

Upon education we must thercfore rely for the purity,
the preservation and the perpetuation of republican
government,

The rirst duty of government and the surest evidence of :
good government is the encouragement of cducation. A

general Jdiffusion of knowledge is the precursor and

protector of republican institutions, 60

Clinton was an advocute of teacher training. A full decade or
more hefore Horace Mann's cffor to establish 4 normal training
school in Massachusetts, he was recommending the cstablishment of
teacher training institutions in New York Stinte, and prescnted a plan
in 1828 for the establishment of normal training schools throughout
the state.  Some of his views are indicatwl by these quotations:

honoruble vocation, but it is o
unskillful hands,

The cducation of youth is an important trust, and an
fren

I

comnit ted to

The vocation of b teacher in his influcnce on the
characters and Jdestinics of the rising and all future
generations has ¢ither not heen fully understood or

20
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duly o camated. v o onght to be ranbed among
thue Temed professions,

Too miny (teachers) are destitute of the requisite
yialifications anl perhaps no ancoasidernhle number
are unable to teach beyond rudimental instruction.
ought the mind and the morals of the rising
and perhaps the destinies of all fulure penerations
tn be entrusted to the guardianship of jacompeteny

1e27). ' )

§ 4

by vherclore, vevommend a seminary for e education

of teachers. . . . A compliance with this rccommendi-
tion wi!® have o benign influence on individual
happiness and socinl prosperity (1826) .61

But Clinton's recommendation for the founding of such a teacher
traluning inst'tution was not carried to fruition by the legislature
untid 1841, In the meantime a number of the academies, as noted
iater, organized teacher training departments and the legislature
sonctioned such actlion in 1835,

harles W Eliot (18

The renowned president of Havvard University for many years
anding leader

(1369 to 1909), Charles Eliot was undoubtedly th: cutst
in educational thought during the last quarter oi the nineteenth
t

ury. His very active role in the Naticnal HEducation Associatlion

nd his many addresses on ecducation both at the conventions of that

group and elsewhere, his many other essays and speeches, his work as
chairman of the Committec of Ten, his leadership at his own institu-

tion in implementing reforms, and his constant efforts in many ways

to advance the cause of public educalion in this country justify such
recognition in any examination of the antecedents of present-day dcvelop-
ments in teacher education.

:liot the primary function of ecducation was to develop cich
person to his full po-ential, with emphasis on character, knowled;c,
sensiivity to natural things, rational judgment, self-control, keen

powcrs of obhservatiun, and joy through achievements. Some excerpts

illustrate his views:

It for the interest of socicty, as well as the
individual, that every individual child's peculiar
gifts and powers should be developed and trained to

the highest degree (18025,
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Puirbic hducation should mean Che systematic training
of all children for the duties of Uife; and it scems
as 1f this systematic training could work almost a
revolution in human socicty in two or three gencra-
tions. , ., . [t seems to provide dirccetly for a
general increase of power to reason and, tthéfGTC,q
of actual reasonablencss in conduct of life (1892)09

These, then, are the four things in which the individual
youth should be thoroughly trained, if his judgment and
reasoning power are to be systematically developed:
observing nccurately; recording correctly; comparing,
grouping, and inferving justly; and expressing .
cogently the results of these mental opevations (1802) .

Industry, persistence, veracity in work and act, gentle-
ness, and disinterestedness should be made to thrive and
Blossom during school life o hearis of the children,

(1897)65

In two significant addressecs delivered in his later years, Eliot
describes in considerable detail his concepts of an educated person.
In his "Education for Efficiency" he states these objectives for
education:

The training of the bodily senses and the care of the body.

The imparting of the habit of quick and concentrated atten-
tion.

Induce young people to think.

The cultivation of the c¢ritical discernment of beauty
and excellence in things and in words and thoughts,
in natnre and in huwan nature.

Cultivate incessantly the judicial faculty for the wisc
enjoyment of liberty.

The implanting ol the love of truth.

Supply Qvery_guzil with the motive power of some enthusiasm
or devotion.®t
In his address on the cultivated man, which constituted his
presidential alddress to the NEA convention in 1903, Eliot lists four

major characteristics of an educated person:

28
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Characioer,

Ability to oxpress himselt by tonsaes or pen with some
aecuracy and elepiance.

Acquaintance with some part of iy <tore of knowloedge,

ratning of the constructive imapir “ion.

Although he addressed teachers and school administrators frequently,
served as president of rhe National Education Association in 1902-1903,
and wrote extensively on education, Eliot huad little to say on teaching,
the qualifications of teachers, dnd teaching competencies. We are
compelled to infer these things quite larpely from his writings un the
nature of education itself. It is obvious that he sought a democratically
ortenced classvoom as opposed Lo one with authoritarian atmosphere,

d one in which reason and seif-control would prevail, pupils would
ind joy in achievement, and hiave ample opportunity through experience
te develop their senses and powers of observation. A generation later,
L, indeed, would have been a genuine 'progressive" cducator.

Several statements he made on teaching are important:

. there has bheen too much reliance on the principle
of rrhority, too little on the progressive and persistent
appeal to reason. . . . the habit of obedience to author-
ity and of the passive reception of imposed opinions 1is
almost inconsistent with an effective development of
reasoning powsr a.d of an independence of thought 08

In Luntludlﬂf his address on "The Cultivated Man'™ Eliot had thesc
words of advice for teachers:

et us as teachers accept no single element or kind of

ulturc as the onc essential; let us remember that the

best fruits of real culture arc an open mind, broad
ympathies, and respect for all the diverse azhlevgr

ments of the human intellect at whatever stage of develop-

ment they may actually be.69

U
=
-t

‘J‘n

Much earlier in his career (1879) he addressed the Massachusetts
Teachers Association and pleaded for three things: careful selection
ot teachers by examination and probation; ultimate appointment without
limitation ot time (tenure); and a system of retiring annuities.

Ponder on these things in terms of 1879, not 1976. Selection, he =said,
should be based on examinations on the "subjects taught in the schools,
and such others as may best exhibhit the capacitics of the candidates."
Tenure would he based on three probationary periods: the first of

one year, the sccond up to three vears, and the last for five or six
years,70

F
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Nicholas Muoray Butler | Inal 1ot

A contemporary ol Eliot, and a close associate in their common
professional activities in the Sational Education Association, the
College Entrance Examination Bouard and other organizations, and,
likewise, a president of the National Education Association (1894-
1895), Butler shared much the same views with Eliot on the importancc
of education and on the need for training of teachers. He placed great
emphasis on knowledge, the developuent of the powers ok the mind,
intellectualism, the use ot reason, and matters of the spirit, uand
played down the practical and training aspects of chooling, but he,
Like, Eliot, placed great confidence in scicntific knowledge and nse

of seient ific methods,

He urged that teacher education he hased on scientific study,
pavticularly making v of paychalopy,  Some excerpts show his concerns:

Heve and there a secondarvy school-master, and here and there
a college president or professor, takes a genuine and
intelligent interest in education for its own soke; but

the vast majority know nothing of it, and are but little
affected by it. They are conent to accumulate what they

are pleased to term "experience" . . . . The one quulifica-
tion most to be feared in a teacher, and the one to ba

most carefully inquired into, is this same "experience!

when 1t stands alone. 1 am profoundly distrustful of

it. . . . The scientific teacher, the theorist, on the
contrary, asks what manner of phenomena these are that

are before him, what are their inner rclations, and the
principles on which they are based. This, of course,

1s the first great step, taken by all scientific method,
toward a knowledge of causes (1895).

Finally, there is bad teaching, without mention of which
no paper on cducation is quite complete. As it is
practially impossible to secure the dismissal from
public-school positions of hard-worki ¢ and deserving
young women "simply because they cannot teach,” we are
likely to have this chief cause of waste with us for
another century or while public opinion is learning

what education really means (1898).72

In his address to the NEA convention at Minncapolis in 1902,
Butler pursued this theme of waste in education:

This undoubted waste is due to two easily
ascertained causes. First, lack of sufficient scholar-
ship on the part of the teacher; and, second the
growing tendency to exaggeratc the importance of
method in teaching.
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Liack of scholarship is always wastetul in teaching,

for the reason that it takes a Jong time to teach

what you do not know. . . . Second, I hold that

the tendency of the Iast twenty-five years to eXuggerate
the importance of method in teaching has resulted in
holding back students who are cager and ready to go
forward with the subject matt . . My contention

is that we must give up all this exaggeration of method,
and come back to the ideal teacher's training, namely,
that system of training which puts a2 new emphasis on
scholarship, new emphasis on cducational principles,
~and which subordin-

new emphasis on the teaching spirit,
ates methods to all three of these.’
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CHAPTER 3
ANTECEDENT DEVELOPMENTS IN TEACHER EDUCATION

In analyzing the antecedents of competency-based teacher educa-
tion programs, it is appropriate in this chapter to describe briefly
the nature and practice of teacher education in this country prior
to the twentieth century. Scveral excellent sources are available for
this purpose.l

Barnard points out that forma] seminaries, later designated as
normal schools, for the preparation of teachers werc established in
what is now Germany in the early 1700s. He states that about thirty
were in operation at the beginning of the nineteenth century; in his
study, published in 1851, he reports 264 normal schools in Europe.
Pestalozzi, Herbart, and Froebel had all given much attention to and
developed programs for the preparation of teachers to work in their

respective schools and model programs,

In this country, little attention was given to teacher training
until the nineteenth century. Mann and Barnard took up the cause,
and were incessant and vociferous advocates of programs and means
for improvement of teaching itself. Other active leaders in the
movement included William Russell,? Thomas H. Gallaudet, James G, Carter,
William E. Channing, and Calvin E. Stowe.3

The first institutions to provide any type of teacher education
were private academies or seminaries, A few of them, recognizing that
some of their students took positions as teachers in elementary schools,
organized a special department for those students interested in enter-
ing the profession. Instruction was offered in the common subjects
taught in elementary schools and rudimentary lectures in the art of
teaching constituted the professional course, 4

But Mann called for a more formal program of training, often
decrying the low state of the art, and the very poor instruction heing
provided in the schools of Massachusetts. Based on Carter's fervent
pleas, and later under Mann's leadership in the legislature, Massachussetts
in 1838 authorized the establishment of the first normal schools in
America. Three were authorized; two were opened in 1839 and the third
one in 1840. Connecticut and Rhode Island, under the leadership of
Barnard, and New York at the urging of De Witt Clinton, soon joined
the movement, and it then spread rather rapidly to other states,
Frazier identified 15 state normal schools in existence in 1865, plus
three quasi public ones in Pennsylvania. -

Following the Civil War, teacher education institutions of one
kind or another increased rapidly. In 1900, 125 state normal schools
reported to the U. S. Commissioner of Education.® But a number of
other types of institutions also flourished. A large portion of the
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pecially in New England anu the Middie Atlantic states,
fessional course in the principles of teaching. As the
public high school supplanted the academies after the Civil War, they,
too, often offered a "normal truinina' course as an elective program.
In fact, these normal training high schools furnished the large portion
of the teachers for the rural and small village clementary schools

in the Oreat Plains area of the natinn, and to a lesser extent in

other areas. The course consisted of an intensive review of the basic
school subjects, a course in principles of teaching, an! some limited
practice and observation in an eclementiry school.

academies, o3
offered a pro

During the course of the century, school systems in many of thu
large cities established their own "city normal schools' or some type
of special training classes for teachers. Later, those programs that
survived became city teachers colleges. Philadelphia, for example,
set up a ''model" school in 1818 to train teachers for its Lancasterlun
program of teaching, but it did not survive the climination ot that
mode of teaching. In the early decades of the twentieth century the
school systems in Chicago, St. Louis, Washington, D.C., and others
largely depended on their own teachers colleges for staff members at
the elementary level. In some states, such as Wisconsin, a local
(county or area) normal school was authorized.

Private normal schools also flourished in some states. They simply
were competitors of the state schools and helped to serve a portion
of the young people of a state.

Collegiate institutions gave little attention to professional
training of teachers until late in the century. Some as early as the
Civil War period in a sporadic and demeaning manner devoted some efforts
to the matter, but it was always as a separate ''preparatory” department
of the institution. Later some of them offered a course or two in
pedagogy or philosophy of education for college credit. It was not
until the efforts of John Dewey, Francis W. Parker, Nicholas Murray
Butler, James Russell and others late in the 1800s that colleges and
universities devoted serious attention to the preparation of teachers.
By the early 1900s many of the normal schools had been accorded collegiate
standing and were awarding baccalaureate degrees, and a new institu-
tion, the teachers college, was being rapidly developed throughout the
country,

Professional preparation of tcachers was also promoted by less
formal agencies, such as teacher's institutes, reading circles, cx-
tension lectures (Horace Mann's renowned Lectures in the 1830s and 40s
are cxamples), summer institutes, and meetings of local teachers'
organizations. Through Mann's and Barnard's efforts professional
literature also became available, and it wielded great influence.

As is evident, the normal school dominated what teacher education
programs existed in the nineteenth century, and as such, they set the
pattern for professional training throughout the nineteenth century.

It was only later that such outstanding theorists and leaders as Dewcy,
Parker, Harris, and Russell developed new concepts and new approaches to

o
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teaching, and hence to preparatory programs for teachers. However,

it should be recognized that even iate in the nineteenth century,

only a small portion of teachers in the schools of this country had had
formal professional training in the art of teaching.”? The normal
school, although a tremendous step forward at the time, was actually

a very inadequate professional agency. In its early years most students
were only graduates of the elementary school itself, or at best of an
academy or high school; they usually remained only a year or less in
the program, and in the profession only a year or two longer. Appli-
cants for admission had to pass (whatever that meant) an examination

on the basic schools subjects, be of good moral character, and declare
an intent to teach. Minimum age was 16 years for women, and 17 for men.

The program of preparation in the early years of the development
of normal schools consisted of reviews--often actually initial learning--
of the subject matter of the school subjects, including spelling,
reading, writing, drawing, arithmetic, physiology, geography, and
grammar, and courses in algebra, geometry, bookkeeping, navigation,
natural philosophy (science), and history. Attention was also given
to morals and piety. The art of teaching was covered in one course,
although attention was also given in the review of each subject to
methods of teaching.

Decades later, as Frazier points out in a survey of offerings
in nine selected state normal schools in 1870 and 1890, a wide range
of professional courses was offered. A course on methods for teaching
each of the principal subjects was commonly offered; much attention
was devoted to the art and science of teaching, school management,
psychology, history of education, and moral and mental philosophy.
Moreover, by the turn of the century, the better of the normal schools
were offering up to a four-year course, and included much work in the
academic subject fields.S8

Practice in teaching, observation, practice lessons and the like
were required; most of the institutions had a '"model school' or adjunct
elementary school(s) in which such practical experience could be gained.

This, then, in general was the pattern of professional education
of teachers in the nineteenth century. As for teachers in the secondary
schools, little professional preparation was provided, or required.

Some elected to attend a normal school; later as these institutions
extended their programs and added courses in the disciplines, a sub-
stantial portion of secondary teachers attended a normal school. Others
enrolled for a course or two in pedagogy. Some collegiate institutions
even established a ''model" school for practical experiences of those
interested.

For the purposes of this study, a significant point to be noted
is the practical nature of the programs provided by the normal schools--
the dominant professional institution of the nineteenth century. The
whole emphasis was on the teaching methods to he employed in each
subject field, and the practice in using these methods in the student
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teaching experiences, and, later, in the ilassrocmgg A vivid descrip-
tion of the practicalness of the training and of a mid-nineteenth
century professional training program devoted specifically to the
development of overt, identifiable competencies is the "Object
Teaching" program at Oswego, New York, State Normal and Training School.
It was established in 1861 to train teachers for the innovative
programs of elementary education being developed in the schools of

that city, but the nature and eftectiveness of its program in using

the new ohjects teaching approach to schooling brought national and
international acclaim and for a quarter of a century its training
program set a pattern for much of the professional program in normal
schools in this countryglo The competency-based nature of the training
program is stated by E. A. Sheldon, the Director of the institution:

The first effort on the part of teachers should be to
study principles, and then the mode of applying them.

. the whole aim and effort shall be to impart a
practical knowledge of the science of education and the
art of applying it. 1In these schools (normal schools)
should be exhibited the highest excellence in the art
of teaching. There should also be schools of practice
where the students shall have abundant opportunity for
applying the instruction they receive, and the methods
they observe.ll

Dearborn, in his interesting and comprehensive study of the Oswego
program, makes this observation on the influence of the Movement on
the development of teaching methods in American schools:

With its sheer simplicity, its ready applicability, and

its emphasis upon the natural development of childhood

in a natural environment, the Oswego plan of object
teaching stands as a great stimulating movement in the pro-
gress of educational methods, in our national evelution

of elementary education.l2

Collegiate institutions, other than the desultory efforts in
few to provide a very inadequate course or two in tcaching at a non-
collegiate, 'preparatory' level, did not initiate formal collegiatc
level programs in pedagogy until late in the century. Hinsdale states
that the first such effort was made at the University of Michigan in
1879, Teachers College in New York was founded in 1889, and it
formally associated with Columbia University in 1898. New York
University, Clark University, University of Chicago, University of
Wisconsin, Indiana University and others established programs in
pedagogy late in the nineteenth century.l3 But such programs were
very limited in scope, consisting largely of one or more lecturce courses
in history of education, psychology, methods of teaching and classroom
management. Seldom was any practical ecxperience or cven observation
provided candidates.l
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However, by the last decade of the nineteenth century, sharp
criticism of the normal schools and of teacher Freparatory programs
in general or the absence of them at all had already begun to appear
in increasing volume. One has only to read the reports of the meetings
of the NEA, particularly of the Normal Department of the association,
out also on occasion of other division meetings, to sense the discontent
with teacher education at this point in educational history. We have
already noted the pleas of Eliot and Butler for hetter programs of
teacher education, Reams of addresses, reports of discussions, essays,
and the like point out these defects: the lack of any professional
training on the part of many beginning teachers; the limited amount
of the work in formal teacher education programs by others; the low
standards for admission to normal schools; the inadequacies and low
quality of the courses and of instruction itself; and the low level
of scholarship prevalent in most teacher education institutions.

One looking back now after 75 additional years devoted to the
professional education of teachers is amazed at the utmost confidence
most writers of that period had in the value of psychology as prepara-
tion for teaching. The literature of the period is replete with articles,
plans, arguments, surveys, and the like on the place of psychology
in teacher education. Also, the Culture-Epoch theory was rampant as
a basis for curriculum planning and teaching. Toward the end of the
century, leaders, such as Eliot, Butler, the Herbartians (Charles A.
McMurry, Frank McMurry, Charles DeGarmo), insisted that the applica-
tion of scientific methods, and the study of science and natural
history themselves would provide the basis for improvement of the
teaching process, and for education itself to move into a golden age.
Now let us move to the early part of the twentieth century to see
what happened.
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H. B. Wilbur, "Object System of Instruction," in Education, the
School, and the Teacher, pp. 465-494; "State Normal and Training
School, at Oswego, N.Y.," in U. S. Commissioner of Education, Report,
1867-68, pp. 713-18; and Ned H. Dearborn, The Oswego Movement in
American Education (New York: Teachers College Press, 1925),

115. A. Sheldon, "Object Teaching," p. 467,

<
lgDéarbDrni The Oswego Movement in American kducation, p. 108.

3., N : o ,
1'H1nsdale, The Training of Teachers, pp. 391-401.

14 : s - . . . . ]
- Frazier, "History of the Professional Education of Teachers

in the United States,'" pp. 33-37.
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PART ITI1

ANTECEDENT DEVELOPMENTS IN EDUCATIONAL THEORY AND
PRACTICE IN COMPETENCY BASED TEACHER EDUCATION
PROGRAMS EARLY IN THE TWENTIETH CENTURY

CHAPTER 4

EDUCATIONAL THOUGHT AND MOVEMENTS CONTRIBUTING TO THE
DEVELOPMENT OF TEACHER EDUCATION PROGRAMS

During the period from 1900 to World War Il, great advances
in education, in the process of teaching, and in the professional -
preparation of teachers were made. This is the period of the highly
influential national commissions that played such prominent roles
in the development of public education, the development of the wholc
movement popularly labeled "progressive education,' the evolution of
the scientific movement with related use of empirical and surveyable
methods in the study of educational matters, the emergence of teachers
colleges of collegiate ranks and of ccllegea of education in univers-
sities as the preeminent teacher preparatory institutions, the universali-
zation of secondary education and the evolution of the comprehensive
high school, with the concommitant problems of program plannlng and
teaching methods, the formulation of the theory and practice of behavior-
ism and connectionism on one hand and of functionalism and perceptualism
on the other in psychology and the resulting confusion among teachers,
and, most significantly, the writings of many outstanding theorists
and philosophers, such as John Dewey, Boyd Bode, Charles Judd, and
educational leaders on the whole range of educational matters. Let
us start with the greatest of all of these influences--John Dewey.

Educational Philosophers

John Dewey {1859-1952)

In this study only a very inadequate summary of Dewey's contri-
butions to the matter of teacher education can be undertaken. The
analysis will give pertinent examples of his views on the three aspects
of the study: The purposes of education, the nature of teaching, and
the competencies neceded by teachers.

For Dewey, education was its own end--the continuous Teconstruc-
tion of experience that constitutes the growth and development of
the individual:
When it is said that education is decvelopment, everything
depends on how devclopment is conceived. Our net conclu-
sion is that 1ife is development, and that developing,
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growing 1is life. Translated into educational equivalents,
this means (i) that the cducational process has no end
beyond itself; it is its own end; and that (ii) the
educational process is one of continual reorganizing,
rgccnétructing, transforming. . . . Since in reality
there 1s nothing to which growth is relative save more
growth, there is nothing to which education is sub-
ordinate save more education.?

But growth, nevertheless, is not haphazard. [t should always enable
the individual to become more competent to deal with his or her
environment and to direct his or her own life. The individual should
Lon%tqntly become increasingly able to direct the course of subsequent

Development . . . with respect to the special traits of
child and adult life, means the direction of power into
special channels: the formation of habits involving
executive skill, definiteness of interest, and specific
objects of observation and thought. . . . The adult
uses his powers to transform his environment, thereby
occasioning new stimuli which redirect his powers and
keep them developing. . . . The mistake is not in
attaching importance to preparation for future need,

but in making it the mainspring of present effort. Because
the need for preparation for a continually developing
life is great, it is imperative that every energy
should be bent to making the present experience as rich
and significant as possible. Then as the present merges.
insensibly into the future, the future is taken care of.”

But Dewey did not advocate rampant individualism. Education has
social obligations as well; and both aspects must enter into the
process. He observed, however, that the future is uncertain, and the
best preparation for life in the future is the ability to reconstruct
and direct one's own life to ever higher levels of satisfaction, but
in harmony with the existing social conditions:

[ believe that the school is primarily a social insti-
tution. Education being a social process, the school
is simply that form of community iife in which all those
agencies are concentrated that will he most effective
in bringing the child to share in the inherited resources
of the race, and to use his own powers for social ends.
I believe that cducation is the fundamental
method of social progree¢s and reform. . . . I believe
that cducation is a regulation of the process of coming
to share in the social consciousness: and that the
adjustment of individual activity on the basis of this
social consciousness is the only surc method of social
reconstruction (1897).5
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The moral responsibility of the schou!, and of those

who conduct it, is to society. The school is fundamentally
an institution erected by society to do certain specific
work--to exercise a certain specific function in main-
taining the lifc and advancing the welfare of society

(1897).%

Dewey saw the ends and mcans of education as ineXxtricably inter-
woven; hence he had much to say about the teaching process and the role
of teachers in schooling. If the end is self-development and growth
that leads to further growth in a social structure, the process of
education must be devoted to self-activity, self-involvement, sel f-
direction, personal judgment, and freedom of action in the social
setting of home and school. Although Pestalozzi, Froebel, and Mon-
tessori had done much to develop practices of individual involvement,
creative activity, self-dircction, and the like in their day, and
Mann, Spencer, Eliot, and many other practitioners had advocated the
extensive use of practical experience in school programs, it was
Dewev who Formulated a consistent, harmonious, comprehensive philosophical
base for both the aims and purposes of schooling and the means of achieving
those goals, His concepts and recommendations found fertile s0il
among the teachers of the 1920s and 1930s.

Two basic concepts constitute Dewey's approach to the teaching
process: the necessity of starting with and building on the recan-
structed past experience of the learner, and the desirability of utilizing
the interests, needs, and drives of the student in planning and carrying
out learning activities. The two are, of course, interwoven. If the
ends of education are to carry on further education through the
reconstruction of experience, obviously, learning at any particular
point should begin with pertinent bodies of such cxperiential back-
grounds. The learner will be most effective in engaging in new learning
experiences if he/she understands the significance and meaning of the
new activities and pursues them with enthusiasm and deep involvement.
Some excerpts state these points of view:

The genuine principle of interest is the principle of
the recognized identity of the fact or proposed line
of action with the self; that it lies in the direction
of the agent's own growth, and is, therefore, imperiously
demanded, if the agent is to be himself . . . . The
spontaneous power of the child, his demand for realiza-
tion of his own impulses, cannot by any possibility be
suppressed. If the external conditions are such that
the child cannot put his spontaneous activity into the
work to be done, if he finds that he cannot express
himself in that, he learns in a most miraculous way the
exact amount of attention that has to be given to this
external material to satisfy the requirements of the
tcacher, while saving up the rest of his mental powers
for following out lines of imagery that appeal to him,
But when we recognize there arce certain powers

i
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within the child urgent for development, needing to
be acted upon, in order to secure their own due
efficiency and discipline, we have a firm basis

on which to build. Effort arises normally in the
attempt to give full operation, and thus growth

and completion to these powers (1895).5

* & %

The belief that all genuine education comes about through
experience does not mean that all experiences are
genuinely or equally educative. . . . The principle of
the continuity of experience means that every experience
both takes up something from those which have gone before
and modifies in some way the quality of those which come
after. . , . It is then the business of the educator to
see in what direction an experience is heading. There is
no point in his being more mature if, instead of using
his greater insight to help organize the conditions of
the cxperience of the immature, he throws away his in-
sight (1938),6

Existing likes and powers are to be treated as possi-
bilities, as starting-points, that are absolutely neces-
sary for any healthy development. But development
involves a point towardis which as well as one from
which; it involves constant movement in a given direc-
tion. Then when the point that is for the time being
the goal and end is reached, it is in turn but the
starting-point of further reconstruction. The great
problems of the adult who has to deal with the young
is to see, and to feel deeply as well as merely to

see intellectually, the forces that are moving in the
young (1934).7

Dewey was much concerned about the preparation of teachers., He
regarded his own Laboratory School as a place in which he and his staff
could demonstrate the application of the principles and theories of
education, particularly as derived from psychology, to the education
of children, as well as to refine and extend theory. le was very
critical of the normal schools, principally because of their neglect
of theory and study of the subject ficlds. Many regard Dewey's
Laboratory School as the single most important factor in the develop-
ment of teacher education in this country, not only because it
established a pattern for the founding of such schools in subhsequent
years and for the conduct of teacher education, but in the importance
he attached to research, scientific study, and the involvement of
the whole university in matters of education and of teacher education.
In a later section on teacher education during this period attention
will be given to Dewey's contributions.
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Educat tonal ph Losophe s o Teadinyg aathorities “locked to the

frecey campy, most oof the professional Literatare of the 192021940 perodd
nothe dleld ol educational philosophy was an ampliticazion and in-
terpretation of the Dewey point of view. 1t wis a period of phenomen |
advance in education in rhis conntry, from the standpoint of growth

in numbers and the ratio of chitdren and yuuth chrol Ty in school,

the changes taking place in the curricalam itselt, PI("i‘ s and
procedures used in currviculum planming, met hud of teaching and working
with students, and of the preat advances in the professionelization of
ceaching,  Names of leaders in the "progressive' movement arve famil ior
ro students of education: William leard Kilpateick, Boyd Bode, John
Childs, Gordon Hullfish, V. T, Thayer, Harold Alborty, Carleton Wash-
burn, Wilford Aiken, Harold Rugy, and Georpe Conmts are ameng thosoe
who contributed mach to the movemsnt.

Irowas these men, as wel b as many other professors and practi-
Liopers, who filled out the Dewey philoscohy, applied it te curriculun
planning and teaching, and worled with tens of rhousands of teachers
In teacher education classes in developing the practice and proces:
of progressive cducation, hly added little new in bhasic LDHLQIIL and
points of view; their hutiong we
of curriculum and instruction that exemplified the Dewey philosophy
and in contributing to the implementation of his concepts. However,
some of these banner-wavers badly missed some of the essential clements
of the Dewey concepts of education and schooling or so miﬁlirectéd
practice that Dewey was constrained on more than one occasion during
this period to attempt to correct the record, and to chastise those

10

who miscorstrued his real vicws on the naturc ol schooling.

Kilpatrick, especially, devoted muach attention to the matters
teaching and classroom processes.9 During the 1930s, he participated
Atg sively in the Eight-Year Study of the Progressive Education
,saciationj carrying on innumerable formal and informal discussions
with teachers of those thirty-odd schools in conferences, staff meetings
and, a new development in teacher cducation, the workshop. Kilpatrick
believed that teaching methods constituted the "quintessential clement'
in the whole process of schooling. In one of his earliest writings--
onc that established his fame in the area of teuching methodo logy- -
he wrote:

wholehs srted purpresoful netivity in a social
situation as -he typical unit of school procedure 15
the best guarntee of the utilization of the child's
native capaci now 190 frequently wasted, Under
proper guidan - nurpose wmeans efficiency, not only in
reaching the pro. te end of the activity immediately
at hand, hut even more in securing from the activity
the learning which it pi entially contai Learning
of all kinds and in all its desirable ramifications
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best proceads bn proporiien = wholcheart ednoess ol
purpese g5 preseit. Wich tne cid fd naturally social
and with the skillful teacher to stimulate anc guide
his purposing. we can especially expect that kind of
Learning we ¢l character building. The necessary
reconstruction conscequent upon these considerations
offers a most alluring "projecit” to the tescher who
but dares to purpose (1918).10

Here, in one inclusive statemont, we have the whole concept of teaching
in keeping with the Dewey philosophy--reconstruction of expericnce with
a purposeful, social end in mind of still higher levels of subsequent
expericnce within the social context of morality and values.

Idealists, Realists, and Essentinlisrs
P R ,," [ - ez - SR T s T T T w2 e T v e g e

Lthough the points of view and concepts of Dewey ard his advocates
deminated educational thought in the 1910s and 1920s, nost tuachers,
especially in the high schools, still planned instruction and taught
in the mode of traditional education of the nineteenth century and the
Eliot-Butler era. They could gain much philosophic suppert frem Locke
and Kant, and, lat-r, from the schools of cducational though? desipgnated
as idealism, recalism, or essentialism. Leading spokesmen in the early
twentieth century for these points of view, broadly stated, were William
C. Bagley, Herman H. Horne, Ernest Horn, Frederick S. Breed, Alfred
North Whitehead, William E. Hocking, Josiah Royce, Robert Ulich, and
Issac Kandel.

These views have historic roots going back to the writings of
Plato and Aristotle, but the modern versions have, of course, been
greatly modified by the contributions of psychology, the popularity
of Dewey's instrumentalism, the scientific movement, and human experi-
ence in general, Essentially, this school of thought emphasized the
social aspect of education. Bagley states dogmatically that

The Development of the Socially Efficient Individual (is)
the Ultimate End of Education. . . . Social efficiency,
then, is the standard by which the forces of education
nust select the experiences that are to be impressed
uport the individual. Every subject of instruction,

every item of knowledge, every form of reaction, every
detail of habit, must be measured by this yardstick.

Not What pleasure will bring te the individual, not In
what manner will this contribute to his harmonious develop-
ment, not What effect will this have upon his bread-
winning capacity,--but always, Will this subject, or

this knowledge, or this reaction, or this habit so
function in his after-life that society will maximally
profit?




Johm WOld tn o ananlyoine the realist? pont ol view {or g yearbook
Y o | b

The aim of cducat jon, as the reialist sces 1, is fours
fld: to discern the truth about things as They really
are amd te cxtend and inteprite such truth as is knowng
to ogain such practical knowledge of 1ife in gencral ond
“ profiessienal functions in particular as can be
theoretically prounded and justificd; apd, firaily,

to transmit this in a c¢oherent and convinelny wiy both
to young and to old throughout the human commenity. -

Whiteheod adds this thonghe:

What education has to impart is an intimate sense for
the power of tdens. for the beauty of Ldeas, and tor the
structiire of rdeds, topether with o pavticalar body of
knowl edpe which has pecud inr relerence to the Life of
ssing b b

¥

the being pos

sents the idealist's view of the ideal vapil:

fHermon Horne pr

fd by othat oadmirabsle

Pdoealistic pupil s characte
ait, the will to perfection. Whatever he does, he
as well i2s he can. He is ambitious to deserve

honors in scholarship. He wants to grow in Knowledge
and wisdom, to appreciate the aesthetic things in life,
deserve ¢ppf@]1ti@ﬂ and to be a worthy pexrson. lHe
to cultivate social responsiveness and responsi-
ity and those %klll‘ and techniques necessary for
ective action., He strives for perfection becausce

1

ideal person is g yerfeet . 14

What does this mean for teaching, and for the competencies teache

should possess? Let Horne, the idealist, pive his recommendations:

The idealistic teacher, like the idealistic pupil,
pursucs the method of perfecting and the iwoa of

cultivited personality. The things that are dear ta

him are self-consciousness, self-direction, sclf-
activity, %chhGGd inner spirvitaal growth, . . . Th
infinite and the eternal, though he does not fully

comprehend then, mean more to him than the finite and

c1s the need for his pupils
even as they feel there is something satisfying about
him, as though he answered their deepest questions and

satisfied their highest cravings.l®

the temporal. . . . e fee

In this struggle for the minds of teachers, other cducators, und
parents ahout the purpeses of schooling and the means of achicving

these ends the child-centered school of thought did not win in a
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Pansksbide in Sot, adthouph o of shelryone engaged o the proc tice ol
el ab o aecepted Dewey s coneept s ol interest and offort and cdie.d -
Pion as the reconstruction of meaningful oxpericnee by the cxperiencer,
Che practices of progressive cdacation fuced o vitwning  ndi fference

or met determined resistanee dmon g teachers cenerally wetil well into
Lhe 19305, but es ccially =50 in the sccondiary schools,

The Cencher who wanted Lo contine in the traditional patzern or
was tnwi I ing tomake the of fort to becope o "progressive in proactice
stitication for his/her methods in the writings of these
iny of the

found fu
theorists and got untlinching support from most parents,
protfessors of eductt ion in col legaes of eduacat ion and normal sehoal s,

and @ large pgroup of writers. The reports off the national commnissions
appointed Hy the Natioenal Educat ion Association just bhefore the turn
of the cont

ury and in the cavly yoars of the 1900s reinforced traditional
cducation, and set the patterns for high school programs that entrepelicd
COHTS Coprograms, stomdapds £ high school courses, bascs for
admission to college, and coipse content For decades to foliow.,  Maro-
over, the pisvehology of hehavior i=n and conflectionisn, the whol e concept
of the scientific movement, ancd the phenomenal swing to the testing
Mmetement, especially intelligence testing and the theory of the inflexible
Lo, entrenched traditionalism among the profession.

I,

for cquating

sets of learning dctivities in which students should enpuge were
to be cut-and-dried, predetermined, selected on the basis of thair
contribution to acquisition of factual informat ion and skills, and cover
the subject matter of the textbook or the published course of study
or syllabus. Teaching methods emphasized repetitive drill, menoriza-
tion, question-and-answer recitations, lecturcs, "recipe-hook' iabora-
tory work, job sheets, tests, contract assigmnent s, and the like.
Preparation for teaching centered on the acquisition of the skills to
carry out such methods of teaching in the olas pom,

The forward-locking report of the Cemmission on the Reorganization
of Secondary Education in 1918, reconmending a4 much broader concept
of secondary education in the "Cardinal Principles of Secondary lduca-
tion," a point of view much more in the SpPirit of Dewey's Democracy
and Fducation than any other educationas document up to that time,
had Little real lmpact on practice in the secondary schools uptil the
19505, when the forces for change--the philosophy of experimentiatism,
organismic psyvchology, teacher involvement in curriculum making, the
universalization of secondary schooling, advocacy of a broad concept
of egalitarianism (hut still Largely exclud ing minority ethnic groups),
and some programs of professional education that endeavored to give
substance in course wotrk, student teaching, and demonstration labora-
tory schools to these new forces in schooling-—cmerged to provide a
base fer change in cducation, and in professional training for the
"mew schopl.

s
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Stpnifieant nfftoences on Teachiog s Toacher Bducation

the Psycholopi:

Spencer and Herbart, as well as othervs writing in the last halt
of the nineteen:h century, cmphasized the Lmportance of psychology
as a base for plamning cducational programs and instruction. Both
supported a naturalistic concept ot human personality, recognizing the
arganic unity of body and mind, in contrast to traditional concepts
of mental faculties, mental discipline, and the place of will as am
independent aspect of behavior. By the beginning of the twentieth
century psychology, as a field of study and investigation and as a
basis for teaching practices, was in full bloom. The work, writing,
and teaching of William James, G. Stanley Hall, and James M, Cattell
in this country in the late 1&002 and ¢arly 1900s gave great impetus
to psychology as a factor in educational theory and practice. But
the full impact of the movement on ecducation was only realized when
ewey, Edward L. Thorndike, Robert 5. Woodworth, Boyd Bode, and
Charles Judd not only advanced psychological theory greatly, but
directly applied it to matters of curriculum planning and instruct.ion.
By the 1930s a whole host of psychologists were contributing theory,
interpretations of theory, and applications to cducation and teaching;
cvery teacher training institution offered courses in psychology,
often in considerable scope and variety, for the professional program.

A bricef summary of developments in psychological theory and their
contributions to teaching and cducational planning during the first
three decades or so follows (one must recognize that limitations to
a set of dates are impossible. In fact many of these developments werec
already under way by the 1890s):

1. The repudiation of the concepts of faculties of the mind and
mental discipline. This meant that every aspect of the school's
programs--all courses, activities, and instructional methodology--
must be judged in terms of its own worth and its probability of
contributing maximally to the attainment of the basic goals of cducation.

2. The cultural-epoch theory, which had enjoyed great vogue under
G. Stanley Hall's influence, was completely discounted as a basis for
planning the schooling process. Psychologists showed that children
did not have to proceed slowly through the stages of evolution of the
race to be ecducated. Their own present body of experiences, as Dewey
had insisted, was a bettey guide to selection of educational activitics.

3. The child becaine the central concern in all education. Child-
study as a basic approacs to cducational planning was a significant
contribution of psychologists to professional cducation. This movemnent
resulted in a much more flexible and meaningful curriculum and a
greater degree of individualization of schooling.

53

¢
o



Ao The purposerin o act was e bl e i s Clhes boes i o el Uec iy
e Fearning, T was penevally soreed that the motives or drives
ofF Che Learpar constitute the essentinl clement in nethodolopy of
toiehing,  Dowey and Woodworth, particalarly, inserted in the Thorn -
dikinn formuda of seimilus- response, the organism itselt, so that all
Loarning wias based on o srimulugxnrgnniﬂmarynpmnﬁc fomala,  The organisn,
aor for a botter ter in s hool planning the person, has his/her own
drives, motives, cxpericent ial patterns, needs, wishes, and wants apd
he/she selecty, chooses, and directs respoenises on the basis of his/her
intents and cnds songht

5. The outcomes of a Fearning expesicnce are huilt into character
and reconstracted into a person's hody ot" experience wach more effect Lively
1f desired responses are practiced, exercised, and used in meaningful
situations, aud reinforved by ftullngﬁ of stweess, opprobation from
peers or superiors, insight into one's own achicevements and fallures,
or meaningful rewards.

6. Povehelogical theory was bascd to an fnereasing extent on
e, research, and replicated anpirical evidence,

- Cognitive development is an essentiai aspect of human growth
and development. Language, kKnowledge, and leirning skills are CCosSsaAry
componcnts of edirerrtion]l poals

S, The ipdividual is a souvial being., His/her growth and development
takes place in a socicty of human beings., Al expericnce Crom which
Learning results takes place in a social setting,  The enviromment
strongly shapes his/her motives, wants, needs, drives, interes ts, amd
the members of the social proup greatly influcnce the sel f-image, self-
concepts, and rhe character of the persan,

Y. Although some disagreement had already arisen among psychologists,
most accepted the concept that anything that exists exists in quantity
and therefore can be measured, and that educat ional theory and practice
must be based on such scientific inquiry.

These trenendously significant advances in psychological theory
and 1n the efforts to provide a psychological base for teaching method-
ology had major implications for teachor DdULdTIOH stating, as they
did, & much broader and more important rolc for a Lcachgr than deemed

necessacy for varrying on instruction in the tradit jonal programs of
school ing.

Movement

Paychotop ists provided much ot the impetus, therefore, for the
rapid development of what is termed "vhe Scientitic Movement' in
educational circles. But the philosophers, especially llerbart and
Spencer in their day, and, during the period under analysis, Dewey
insisted that a scientific approuch to matters of vduc1t1nn1] practice
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vk roeai o ed Yo tac formalatyon or o aa acceptable theory oo ccucat ion
and biestruet ior, Hr shwould e ocaphas ted, however, that oo
copcentian of Che e o scteno e approavihes in developing oo prosii
ol edacasion was Car difterent than many other advocates ot the move
ment,  The Dandwoapgon of much o the Srest four decades of the centary
wits "The Scient iffie Mothod.™ AL cducational practice, including reaches
cdycation, wias greatly shaped by this i E=detined, Toosely structured
movemont Y

Thorp-dthe vierdy i the movement spect Died e clens oo anyone
fsuch a definicion is avolded o the [958 vearbook) what b5 meant
hy Msotent it when applied to the study of cducntional wit ters:

¥

rent it
Ve

power of correct prophecy in the test of
k novicdge and verifiability by nny competent ob:
Ps lvs diagpostic sympton.  In so far as our judgments
permit correct prophecy, wemay be confident that They
tal v with ohjective fact; in so far as our methods pernit
any competent student to repeat every step ol our
onservations and experiments, we may he contident thid
thaey are honest. o o o The final test of the scientitic
quzlity of the notjons we have, the hypotheses we Frame,
the oxperiments we devise, the records we take, and the
like, is of course their power to progress toward verificio-
ficn ami prophecy aod v ont ol (1906) }I

From the late 1800 and through the period covered bn this chapter
{about 19du), the scientific movenent cpcompassed these major asped

1. Daduction, a priori, of principles of wducation, wspecially
with relation to child growth, mental development, and purpeses of
ducation, from the basic principles of pertinent sciences. Darwin's

@
writings on evolution, particuarly, are a case in point. Much of
Spencer's, Herbart's, James' and cven Dewey's carly work arc of this

¥

nature,

2, Experimental study and genuine rescarch that adhered to canons
of scientific inquiry. These involved cfforts to control variables,
study relationships among independent and dependent variables, test
hypotheses, analyze data mathematically, generalize to comparable
populat ions.

0
3, Anmalyvtical studies, data collecting, the "orgy of '"tabulation''; !

questionnaire and opinion studies; surveys of current practice; anilysis

of the content of courses, course offerings, textbooks used and their

content, grade placement of content; tallics of the content of abour

any means of human communication--letters, newspapers, conversations,

a citizen's use of computations, popular magazines; tallies of dutices

perforned and work done on a joh or as a houscewifc, a parent, consumer,

or whatever, Iveya of the current status of an educational practice,

such as drjp outs, retardation in grade level, rates of failure, promo-

tion practices, class size, teacher load, time allotments, and ad

infinitum,

o
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I Burveys and o more-or-Tes s pross cva it ion of the sioras
of education and instruction in school systems; the school survey
movement,  llastrative of this aspect of the "scientific' movement
15 the Ihth Yearbook, Part [, of thv Nltlﬂﬂdi Socicty for the Study

ducation entitled, Standards for the Measurcment of the
lciency of Schools and School The book contains chapters
on tests and their use in medasuring accomplishments of schools in
arithmetic, reading, language, and spelling, scales for measuring
physical g Iuwth and physiological age, a score card for surveying
sehoal bu1ld1ngj and the uses of such tests and surveys in administer-
Ing the school. This may bhe an example of the first steps in an
accountability movement, but back in those good old days it was a
voluntary cffort on the part of the cducators themselves to improve
cducational attaimments. Worthy of note: no mention is made in this
vearbook of measurement of the teacher's effectivencess--that had alrcady
buen covered in the 14th Yearbook o year earlier (see a later section of
this chapter),

af

i

5. The measurement of "intelligence' and of the factors that

might influence its development; the relative role of nature and nurture.

6. The measurcment of achievement; the.standardized testing
movement; prognosis of abilitv in a specific arca of study or work.
The 17th Yearbook, Part IT of N.5.S.5, entitled, The Measurement of
Lducational rr@du;ts is an early report of this aspect of the scientific
movement. [t describes tests, statistical methods, and use of tests
in schools,

ol

udics of needs, interests, concerns, problems, motives,
ambitions, carcer choices, out-of-school activities, and the like ot
students.

§. Pronouncements of the elitists of professional education,
Reports of national committees, of investigations of an issue or
problem of major concern, monographs by committees, councils, profes-
sional associations, and the like, while perhaps not conforming to
Thorndike's criteria above, often were accepted by educators as dictums
and, hence, as a solid huse on which to determine practice as on any
"scientific" finding determined by these other processes., A statement
by a Dewey, a Thorndike, a Strayer, a Bagley, a Judd, a a Cubberley,

a Terman, a Bode, a McMurry, a Bobbitt, or a Charters was often accepted
in awe and with great reverence as certain to be the truth and to be
acted upon accordingly. (For teachers of today, on this point, recall
the awe accorded Jerome Bruner and James Conant in the late 1950s and

early 1960s).

The 37th Yearbook, Part IT of N.S5.5.E., The Scientific Movement
in Education, deals extensively with the contributions of the scientific
movement to numerous aspects of education--the improvement of teacher
education, curriculum planning, educational adninistration, and the
like, and to methods of teaching--in general and in most Df the subject

Fields. Later, attention will be given to teacher education developments.,
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The Plesner Reports

in addition to many other things, Abraham Flexner propared two
renowned reports thot had undetermined, but undoubtedly considerible,
inf'luence on teaching and teacher cducation in this country. The frrst
study was of medical education in the United States.<l This long
analytical investigation of the status of medical educatior and a
lenpthy presentation of what changes should be made i3 acclaimed today
45 the hi for the reform of professional cducation in medicine that
quickly led to the high prestige accorded medical cducation and the
nractice of medicine in this country. The impact of the report and
subsequent reforms in medical education un teacher education is, al
best, tangential, but undoubtedly significant.

Plexner, in severely criticiving existing programs of medical

vducation, -JPQ{]ll]V cmphasized the lack of direct laboratory and

clinical exy snce in the programs of most institutions of the day.
bu i his ansistence of the nucessity of such aspects of professional
traininy that affected practice in professional education in other
{iclds.  As will be pointed oul Lute
did have laboratory schools, dating from Dewey School at Chicago in
1896, but many still relied on what FleXner dubbed in the medical
cdugdtian as the didactic method--the "pupil heard and read about it
(disease) . . . the student's part was, parrot-like. to ahsorh"--for

.‘\'l

. teacher cducation institutions

3

imparting know-how to prospective teachers
I B p I

Three other major aspects of Flexner's recommendations for medical
nducation--the setting of high standards for admission to medical
schools and thus, severely restricting the number of students in medicine,
the elimination of many small, inndrquite institutions, and adequatce
financial support, although very costly for the quality institutions
that should remain in service--have not been accepted in the area of
treacher Eiuc1t1nn they hoave in most other substantive professions--
law, dentistry, cngineering, architecture, and the like. Henry 5.
Pritchett, President of the Foundation was especially caustic in his
“Introduction” to the printed report about the poorly supported
universities that proliferated medical schools just to cstablish a
complete program: "The day has gone by when any university can retain
the respect of EdlLJth men, or when it can fulfill its duty to cduca-
tion, by retaining a low gfddﬁ praFca ional school for the sake of its
own institutional LﬁmplﬁtfﬂCLC!”L“ Uh! How applicable even today to

»Ju‘

teacher education.

I'lexner's sccond report to be noted here was his proposal for the
establishment of a "Modern School."23 This paper, first published in
1916, was the hasis for the founding in 1917 of Lincoln 5School of
Teachers College, outstanding "manifestation of pedagogical reformism
during the 1920s, Cremin sces it.24 Flexner wanted to see a model
school established that "would do for general cducation what the Johns
Hopkins Medical School has done for medicul education."”

b
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Flosner ashod "fHow do we fpow i recopnt ceoan educated pon oan
the medern sense? 1 e e

) i cdueaeed in the modern Sene has mastered fhe
fundamental ranls of bnowledpe, 0 0 (He) will forepo
the somewhat Jdoabiyul mental discipline received From form
studies; he will he contentedly ignorant of things For
Tearning which no hetter reason than tradition cuan be
assigned. Ipstead his educntion will be obtained from
studies that serve real purposes, Ity content, spirit
and aim will be realistic and gentine, not formal or
traditional.  Thus, the man cducated in the modern
senise Will be trained to khow, to care ahout and to under-
stand the workd he lives in, hoth the physical world and

the social world, 25

Flexner regarded the Medern School as "a laboratory From which
pontld Issie scientific studies on all Linds of edueational prap lom,
seching Mtoointluence education practice (it) can be a seminary for
vhe trainiag of teachers, First, its own, then others who will go Ol
inte service. 26 And that s certainly o significant function that
Lincolnn School served For 30 years.  Its contributions to the develop-
pent ot the tcaching process, and, hence, necessuarily to teacher educa-
tion in conjunction with the professional program of Teachers Collepe
i Columbin Universits, musg o regarded as one of the significant
forces in shaping teacher educiation during this period. Teachers
by the thousands during the gcademic years and by the tens of thousands
during the summers flocked to Teachers College to study, observe, and
cvillunte personally, these new developments in teaching and to plan
their own approaches for use hack on the job.

P

The fPTngESHEVQ Schoals

In the same manner that the liewey School originally and Lincoln
school two decades later Breatly affected instructional methods and
curriculum planning and inevitably teacher cdecation in this country,
orher university laboratory schools, priviate innovative schools, and
some public schools served as models for the "now cducation' of the
19205 and 1930s. The contrihutions of these exemplary models of
“progressive’ education to teaching dand inevitably to teacher education
1, Only bricf artention to them and their work s

sannot be gains:
feasible here, -

abltished more as o faborvatory for (he sludy

The Dewey School was 1
ui children and of rhe piycholopy of Tearning and as o pluce to test
bDhilosophical theory (analogous 1o a science Fiuboratory in pure scicnces)
than as a demonstration or practice teaching school. Yot its program

“as exceptionally progressive in terms of the practices of the day,

41 though Dewey disclaimed that approbation. lic thought the school more
Ag a "community-contered' school than a "child-centered" one. llo

Wrote:

o
LEi
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he amm o wars to decpen and brooden Lhe ranpe of soc i

coptact amd inrercourse. of coomeratiye Ly
. i 1 e,

that dembers of the school would pe prepared to make

thelr Tuture social relations worthy and Traitfiul,

of mental develop-
L 0t

It was held that the pro :
ment Is cessentially o sovial process, 1 prooe
participation, traditional psychology was critictned
on the ground that 1t treated the prowth of the mind
soone which occurs in individuals in contact with

iwmerely physical environment of thing:s,  And, as
s been stated, the aim was abhility of individunls
to Live in cooperative integration with others, <5

Elsewhere, progressive practices, if not ontire programs, were

being developed and tricd ont in o number of Sichool - during these first

twe decades of the century., A number of them are described in the hook
3]

by John Dewey and his daughtor LEvelyn. 2
Phe program oi the practice -chool of the Cook GCounty Normil

School at Chicago, developed under the dirvection of Francis W. Parker

during the later 1Su0s and the carly 1900s, associated as it was with

4 teacher fraining institution, 1s especially noteworthy in terms of

teacher cducation, DParker's work undoubtedly had great influence

on Dewey and the things he attempted to do at the University of Chicupo

Lahoratory Schoeol.

, originated and directod by the Progressive

‘ng theyears from 1932 to 1940, was unguestionably
the most significant and most influential of the efforts to apply

the basic Dewey concepts (often quite drastically distorted or miscon-
strued by spokesmen for the "new cducation") to schoeling. Moreover,

the study had a significant impact on teacher education. The Study wis
designed an experiment to test whether graduates of thirty sclected
secondary schools that were granted cxemption from specific course
requirements for admission to cooperating colleges and universities would
compare favorably to those college students who fulfilled the tradi-

tional requirements. Actually the Study, directed by a Commission

on Relation of School and Colleuse, was much more than an experiment to

test this hypothesis; it cncomraissed a far-flung, diverse, effort to

reform the program of education in high schools, to develop a more meaning-
ful and valid method of evaluating the outcomes of education, to try

out new designs for curriculum planning that extendsj)existiﬁg practices,
30

o

and to use some new approaches to teacher education,

With respect to curriculwm design and teaching methodology, the
Study staff worked with the 30 schools in developing core curriculum
programs; problem-centered cours courses on current issues and
problems of the community; work in the arts; and cliss work that extensively
involved cross-disciplinary study through corrclation, fusion, and
problem-oriented approaches to design. Much consideration was given to
studies of the "needs' of vouth as reported by yet other Commissions
of the P.L.A--Commission on Secondary School Curriculum and Commission
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on Human Relations,  Such programs called 1o Secent modes oF dnstro-
tion than rraditionally were followed in sec nry schools--discovery,
vomnunity-centered activities, investipative studies, research papers,
much student committee work, student participation in planning c¢liass
activities, and use of student interests and "necds" and the S0CET
policitical, and economic problems of the day as bases For the selection
of units of work in the integrated corc programs.

Correlatively, then, the three Commissions became engaged in
extensive programs of teacher education in one form or another. Mucl
of it was at the inservice level since the Study involved only the
staffs of the 30 schools, but in due time the programs in teacher
cducation institutions, especially those whose laboratory schools wore
included in the cxperiment, were affected., These schools developed
and demonstrated the newer teaching modes being used in progresyive
schond s apd of ten they were the leading schools in developing cure
program, integrated subject programs, and the like. Teachers in
training and teachers attending summer <esaions could observe, criticize,
and evaluate these new curriculum designs and instructional methods.,

Y

A major contribution to teacher education of the Eight-Year Study,
however, was the establishment and development of workshops for teachers.
b the First scveral years of the Study conferences of administ rators
and selected teachers were held for purposcs of discussing the programs
operating schools, but as the schools became more invelved

of the co
In innovative programs and the work of the Commissions on Secondary
School Curriculum and eon Human Relations cxpanded (a staff of Curriculon

ol
consultants was appointed in 1936), it was evident to the Study staff
and participating faculties that more time was nceded for planning,
flence a plan for a six-weeks seminar or confercnce at Chio Stata Upi-
versity during the summer of 1036 was developed, Interest was s0 high
in the plan that a similar work session was planned for 1937 at Sarah
Lawrence Colloge. The following summer three workshops, as they
were now designated, were held, !

In the following two decades any teacher education institution
worthy ol the name, many school systems, a number of professional
organizations, and state departments of education sponsored workshaps
of one kind or another, varying greatly in merit in terms of their
contributions to teacher education. The workshop, as it is carried out
in the best of them, is devoted fully to the utilization and dewxlo|ment
of tcacher competency in planning curriculum, instructional methods,
and cvaluative techniques, or to development of competencies of adminin-
trators and staff pcople to perform their duties. It is designed
primarily for inservice education. Undoubtedly the development of
the workshop as a method of teacher education is the most significant
advancement in professional education in the past 40 years. It not
only was a forerunner, but is the vehicle today for carrying out #ASpecrs

of competency-in-performance programs for inservice education.
60
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' actie Lot the Doate

The Mprosre sy cadineat pon moveneni reall

Chot o many inng Wl by pvuwama DTARNE

very puor examples o orowere a o lly contradictions of Drwey s concept
oF schonline,  As Ls evident, these developments i the olementary and

fenching and on teacher cedueat o,

cuen LROURR Ofte decent s e Pracs
cocondary schools had pread Piparct on
Crirrge o bam Prevelopmentsoon Sehaals

The Latter part of the (0205 and ali of fhiee 19305 were charactoer-
intensive and exciting development inocureicualum planning.
anly one example ob the trend, cven thougis
amention of other

Poed l)}’
The Bight-Year Study was
L1 comminded national attention.  Huere only soantsy
cxamples and of prominent workers in curriculum planning will be

feasible.

Aong many writers, copsultants, and Jdirvectors o vursicngu
pianning Jduring this period Tranklin Bobhitt, Werrett Charters, Harold
Caswell, Henry larap, lareld Alberty, Henry Morrison,

Ruwg, Hollis
of national repute and

and 1. Thomas Hopkins are recogniwod as leaders

fluence,

ureat in
Bobbitt and Charters, during the 1920s and then on for another

Jdecade or so, gave substance to the scieatific movement in education

‘n terms of its significance for curriculum planning. Both were

infiuenced in their early writings by the concepts of efficiency in

industrial management, but a consistent theory of curriculum construction

was evolved. Moreover, as Sequel points out, thuy gave impetus, ii not

actual origination, to the importance of the role of the professional

curriculum maker and to the nced for a high level of speciallzation and

competency in this art.32

Both arc commonly regarded today as the foyrmulators and advocates
of life-analysis, activity-analysis, or job-analysis, whichever term
may he used as ha hasis for developing the educational prnﬁldm
Jobbitt, in what was the First widely used book on the proc
T hnlqucs of CLIII;UILF construction (m many publicat

many, ;
tG the C;i;k ph11)saphcrL had heen de oted to the alm
aims, and the methods

=4
=3

and
dﬂtlnh

Can Prow
(;i’ (}F

Education is now to deve
only out of pu‘t;klp Ation in the llvunp prm ienc
wen. never out of mere memorization af verbal statements
of facts. 1t must, therefore, triin thought and judgment
in connection with actual life-situations, a task distinct-
1v different from the cloistral activities of the past.

It has the fupction of training every citizen, man

hl
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or Wi, net tor know ] edve ahout et Poenship, but
Foar praf pereney in crtizenship; not for knowledpge aboat
hypicne, but vor proficiney inomaintaining robust
health, A
In implementing these concepts in practice, Bobbitt worked with

the Los Angeles School systan.  In describing the approach he wrote:

Bducation is primavily for adalt life, not {or child

life. Its fundamental responsibility is to preparc

for the fifty years of adulthood, not for the twenty

years of childhood and | outh,

When we know whit men and women ought to do along the

many lines and levels of human experience, then we

shall have before us the things for which they should

hbe trained. The first task is to discover the activitics

wh; h ought to make up the lives of men and women; and
rpowiih these, the abili s5oand personal quatities

2ssary for proper performance,  These ave the educa-

Llnnll nhjectives,

The plan to he employed is activity-analysis., 'The first
step is to analyze the broad range of human experiences
into major fields. . . the second step is to take them,
one after the other, and analyze them into their more
specific activities., . . . At all stages of the analyscs,

attention shonld be fixed unon the actual activities
of mankind.34

ey

Bobbitt in later writing%j broadened these concepts, drew a marked
distinction between general and occupational education, and recognized
the importance of present expericnce and continuity of learning. But
he always set as the basic task of education the development of the
ability to deal effectively and properly with the many aspects of
living in the individual's own world.

Charters advocated the same approach to curriculum planning. He
distinguished clearly between "ideals" and "activities," and insisted
that both were essential ingredients in curriculum making:

The first step in curriculur construction is to determine
the major objectives. . . . what these objectives shall
be rests with those who offer the instruction, and must
be the product of sagacious and sensitive interpretation
spirit of the generation. . . . As the objectives
arc being determined they must be analyzed into ideals
ctivitiesi .+ . The ideas are to be determined
careful study of all the supporting facts.
Tha a;tivities are not based upon opinion but are objec-
tively derived from examination of the physical and
mental activities in which the individual is engaging or
may in the future engage.30

62

63



O

ERIC

Aruitoxt provided by Eic:

Harold Rugg carly in his carcer was a leading figure in the
ciencific movement, active in compiling what he later dubbed "an
Drgy of tabulation." And this continued to be his work beginning
in 1919 as director of rescarch for the new Lincoln School of Teachers
Coll ge. In that atmospherc of progressive thought in education, and
clos¢ assoclation with Dewey, Kilpatrick, Caldwell, and others, he
rapidly became one of the leaders in the progressive education movement

throughout the 1920s and 1930s.”/

l‘.i

His basic approach to curriculum planning is amply illustrated
in the N.S.S.E. yearhook on the curriculum for social studies for which
he was chairman and author or senior author of three of the most important
chapters. 38 1t was in this publication that he laid out his plan for
a unified program in social studies that would be based on "the insistent
and permanent pr@hlens and issues of contemporary economic, social,
and political life.” He and his coauthors postulated eight hypothescs
on which such a course should be constructed. This plan, alrecady
being implemented experimentally at Lincoln School, became the frame-
work and the procedure for the preparation of a highly controversial,
but widely used, set of texthooks for social studies in the elementary
schools. This series of texts had great influence on subsequent
developments in the teaching of social studies and on the preparation
~f teachers for the elementary schools.

Rugg's contribution to curriculum planning continued in rapid
order for he scrved as chairman of and a major contributor to the most
significant book on curriculum planning to he published in this period
of curriculum theorizing, the 26th Yearbook of N.S5.5.E, The Foundations
and Technijues of Curriculum-Construction, alrcady cited. It not only
contained a brief history by Rugg of the nature of curriculum planning
for the previous century, but surveys of current practices, icriptions
of curriculum development programs in six public school syste.. and
eleven laboratory schools, reviews of curriculum programs in other
agencies, and a chapter by Rugg critically appraising the current
status of planning. Part Il is especially significant for it contains
a summary statement of fundamental principles for curriculum planning
which all the members of the Yearbook committee approved. These principles
generally ard accepted today as the basis on which planning must procced.
Most of the members prepared supplementary statcments that constitute
tne best single source of thought on curriculum making by the early
leaders of this new specialty.

Rugy eedded to his veputation as a leader in curriculum thought
hy the publ icn*iﬂn Bl ycﬂr later in conjunction with Ann Qhumaker f

the bhook, The Cni vncecred School, which served the same purpo as
rie Dewoya' | hnnk ~f 13 years D1I112r==q description Oi p,agrf"

: priCtiZCS
n e oczative schools--burt in addition the autihiors i
view ~hond o cSacation and desirable directions of Jdoevelcopment

1's work as a consulrtant and director fre

inning programs of state dupartments o cduca-

Hel'!e 1 Casewe
riticant

l
number of . ciculum pt
tiza 1n the 1930s prov:ded the tisis for three of his sig
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contributions to the curriculum development movement of this period--
the involvement of teachers fully in the process of planning, the
formulation of a new design for organizing the curriculum, and his
systematic aggrcach to the study of curriculum as a professional field
of endeavor,- From his vantage point at George Peabody College,
taswell directed curriculum development programs for at least six

states during the period from 1929 to 1937, when he returned to Teachers
College, Columbia,

In exanining programs under way in city school systems during
the 1920s, particularly those described in the 26th Yearbook, Caswell
came to believe that it was especially important to involve all teachers
in the planning process, inasmuch as the actual curriculum that evolves
in the schools is filtered through the teacher himself/herself. Improve-
ment in schooling depends, he felt, primarily on the improvement of
the professional knowledge, understanding, and competencies of each
teacher.

Hence, the first major step in each state development program was
an extensive inseIvice education program of study, discussion, and
group planning. This was followed by a procedure for teacher involve-
ment in developing and trying out innovative practices in the classroon,
especially through the planning and carrying out of new kinds of units
of work in teaching situations. The inservice programs had encouraged
teachers to plan units that would be of meaning and significance to the
students, growing out of their needs, interests, and past body of
experience (basically, a Dewey approach). This gave the teachers
experience in modifying the traditional formal subject approach to design
by drawing on any content that was appropriate to the development of
the unit, be it a problem, community concern, am individual interest, or
a systematic study of a tepic.

In bringing this approach together into a systematic plan for
instruction in the schools, Caswell formulated a curriculum design
based on the selection of appropriate units of work that provided
instruction focused on the social function (9 to 1] were usually iden-
tified in these state programs). It should be noted that these programs
of curriculum revision paralleled in time the Eight-Year Study in
innovative high schools; the two projects served reciprocally to reinforce
the climate for educational change, especially in the nature and mode
of teaching.

Out of this cxtensive experience in actually directing curriculunm
planning programs, and his own concepts and philosophy of education,
Caswell, with assistance from a colleague, published a book which
systematically treated all aspects of curriculum development in a
comprehensive manner.4? This book set the pattern for most comprehensive
textbooks on curriculum planmning published since that time. It prompted
many teacher cducation institutions to expand and improve their courses
for teachers and administrators, and, along with the many other movements
of this period. ecstablish the field of curriculum as a major field for
professional study and specialization.

64
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Many other cducaters of chis period deserve mention, but space
permits only a few. lenry Harap and ;.. Thomas Hopkins had each pub-
lihsed a book on the techniques of curriculum planing that preceded
Caswell's book by a number of years.4l Neither was ascomprehensive
as Caswell's nor did they present plans for new curriculum designs
and practices. However, the two hooks served to further the moverncnt
early in its development. Both men were active in the field for many
years thereafter. Henry (. Morrison, although he wrote rather exten-
sively during this period, is chiefly noted for his eXposition of the
five formal steps in the unit method of teaching. A direct throwback
to the Herbartian process of teaching, Morrison laboled thenm explora-
tion, presentation, assimilation, organization, and recitation. %+
With the great enthusiasn developed for the unit of work approach to
instruction in the 1930s and 1940s, Morrison's schene was the alternative
to The needs and interests, social functions, ar «acjal pxoblems approach
to unit teaching in the progressive programs. Tue mode w=s widely
used by high school teachers in the tradition~! school subjects, and
was often the basis for training teachers in the methedology of disciplinary
Instrus tion.,

Defining Content of Curriculum

Directly related to the teaching proces., .nd %ence, to teacher
education, as has been stated in the two precs’ .1y sections of this
Chapter, is the nature and character of the cw ,iculum itself., It
is germane, therefore, to note briefly other curriculun developments
of these first four decades of the centuvy.  In The early decades,
curriculum studies and reports by various professional groups and
committees were principally concerned with eliminating waste in instruc-
tional programs becau - of duplication among grades and of out-of-date
content, with defining what did constitute the minimun essentials
of the contents, and with the correlation of the individual subjects,

For twenty-five years, frem the report of the Coumittee on Secondary
School Studies (Committee of Ten) in 1893 to that of the Commission
on the Reorganjzation of Sewondary Education in 1918, a dominant influence
in curriculum planning was the work of successive scts of committees
appointed by the National Fducation Association and its subsidiary
groups. The report of the Committee of Ten had tremendous influence
on the prograns of the high schools for decades, reconmending not only
Four systematic courses of study or "curricula" for the high school
programs, but also, through the reports of sub-committees for the
principal subject fields, the content of the subjects to be included.
Teaching methods, and hence teacher competencies, were inherent in
this type of prescription--mastery of this body of knowledge through
slavish adherence to a texthook .

The Committec of Fifteen was appointed in 1893 aud submitted a
56-page report on the "Correlation of Studies in Elementary Education"
ind another on "The Training of Teachers" in 1895. The subcommittec
on correlation was headed by norie other than Wil liam 7. Harris, the

00
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U.5. Commissioner of Education, one of the g cat educational leaders
of that period. Participating in the discussion of the report were
such eminent educators as Nicholas Murray Butler, Frank M. McMurry,
Francis W. Parker, Charles McMuzry, Charles De Garmo, and a number
of superintendents of city school systems.43 The Committee on Rural
Schools accopted the report of the Committee of Fifteen with respect
to the course of study and turned to other natters.

The work of the Committee on the Ecomomy of Time in Education
was even more extensive and significant.44 The group was appointed by
the Department of Superintandence of the National Education Association
in 1911 and submitted its final (fourth) report in 1919, Howevex, the
Department continued its work in defining the courses and their content
and grade placement by issuing three successive yearbooks on the
subject in the early 1920s.45 The function of the Committee was to
"investigate the waste in the elementary schools and to make definite
proposals for eliminating the archaic and least useful mate-ials of
the course of study and to propose more economic methods teaching."
The approach of the Committee is clear.

Choose the most important subjects and the most important
topics; make a distinction between first-rate facts and
principles and tenth-rate; prune thoroughly, stick to the
elements of a subject; do mot try to teach everything that
is good; confine the period of elementaxry education to
mastering the tools of education. This does not prevent
inspirational work, which ds a demand on the skill of the
teacher rather than on tine,46

From our vantage point is it any wonder that the progressive
education movement developed with such great enthusiasm among theorists
and insightful practitieners in the 1920s and 1930s?

The effects of such a curriculum plan on teaching and the prepara-
tion of teachers is apparent--emphasize driil, the teaching of facts,
memorization, test efficiency, stick to the prescribed content, follow
the textbook, course of study, cr syllabus.

The fourth report of the Committee was devoted to a summary of
"investigations which throw light on economy in teaching." Teachers
of the 1970s can readily gain an insight (and probably be shocked)
into just what was expected of teachers of that day by reading some
recommendations for teaching these '"minimal essentials" c¢f the curriculunm.
To illustrate, Frank Freeman, a highly regarded psychologist of this
period and of years later, prepared the summary for teaching writing.
He lists 28 rules for teaching the subject. Thesc include:

Rule 1. The writer should face the desk squarely., . .
Rule 8. The forefinger should rest on the penholder
below the thumb. . . . Rule 19. Ten to fiftcen minutes
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a day is probably the best length of practice period.
. . . Rule 25, Counting is a useful temporary device,
to lead the pupils to organize the movement into unit,

William S. Gray, also widely recognized later as a specialist
in the teaching of reading, states 48 rules for teaching the subject:

Ability to comprehend the meaning of what is read
improves steadily throughout the grades. . . .
Reading exercises should emphasize the content of
what is read. . . Much reading of simple interest-
ing material is effective in increasing the rate of
reading. '

Ernest Horn ! sted 41 rules for teaching spelling; Walter 5,
Monroe, 25 for teacaing arithmetic; Fred C. Ayer, 18 for drawing, and
Carl Seashore J.scussed music. !

These sorts of studies and books on methodology and teaching
constituted the basic content of many methods courses in normal schools
and colleges of education in trne 1910s, 1920s, and with little modifica-
tion, in teacher education programs in some of the most stultifying
situations until World War II.

However, on the positive side it should be noted that with the
spark provided by the first innovative progressive schools in the late
1910s and early 1920s, thewildfire created by the Eight-Year Study,
the curriculum development programs of state departments of education
in the South, the reports of the Commissions of the Progressive Educa-
tion Association, the fervent idvocacies of Kilpatrick, Rugg, Washburne,
Thayer, Caswell, Dewey, Newlra, Alberty, Counts, Bobbitt, Charters,
and literally hundreds . . vcher educators, and the pressure for change
from parents and students generally, curriculum development movements, g
took a new approach in many school situations in the 1920s and 1930s.
The nature and character of thesc new designs and methodology have been
treated briefly above. [ssentially they were efforts to make the
school curriculum both child-centered and society centered, that is,.
basing the program on the needs, interests, and concerns of the students,
but planning units of work within the curriculum that enabled the students
to study the major social, political, and cconomic problems and issues

. facing communities, statec, nation, and world.

Procedures and Processes for Planning the Curriculum

The period of the 1920s and 1930s witnessed a most significant shift
- in procedures used for planning the curriculum and the instructional

program. Until that time, curriculum planning, in the sense used in
this study as the formulation of plans for the schooling of students,
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was largely done by textbook writers (a texthook was the plan for the
content of instruction and methods were those best suited to develop
mastery of this content), or by the superintendent of schools or a
staff member, the state department of education staff, or a college
staff member who prepared courses of study or course syllabuses.49

As was shown above, Committees of the National Education Association or
the Department of Superintendence made a number of reports to guide the
textbook and course of study writers but it was still these types of
persons who actually prepared the curriculum plans used in the schools.

In the 1920s the national curriculum commissions entered the
picture,50 principally at the high school level, as an aspect of the
work of the Commission on the Reorganization of Secondary Education.
From the datc it replaced the National Herbart Society, the National
Society for the Study of Education frequently appointed committees 51
to prepare yearbooks on the curriculum and teaching of a subject field.
The Progressive Education Association in the late 1930s and the early
1940s published a series of books on its recommendations and points
of view about curriculum and teaching in five subject areas.®2 The
National Council of Teachers of English moved out on its own and
prepared a report on English that had great influercc in shapiﬁg the
English program in schools as well as in teaching the subject.5

fn the meantime a much nore significant development in curriculum

planning was underway--the involvement of teachers themselves in the
preparation of curriculum pJans. {(ubberley pointed out in his article
in 1913 that rhe superintendents of :arger cities "usually'" conferred
with committ~e- selected from the teaching force and that in one state
the state teachers association was active in working out the course
of study. But he enghatically stated that the state department of
education for the ¢'ate and the superintendent for city school systems
had the authority aund ~uily exercised it iy 1ssuing the courses of study.
Sequel cites several instances--St. Louis, Chicago, and Boston--in
which teachers or principals had participated in a quite limited way
in curriculum planning prior to 1920. She also points out the increasing
aggressiveness of teachers in professional organizations and in othar
professional matter during the period.54
. . : . . Carme 25 ceiias.

The situation changed dramatically in the 1920s.”Y Studies
made for the 26th Yearbook, The Foundations and Techniques of Curriculum-
Construction in 1925 show that committees composed of administrators,
supervisors and teachers participated, albeit to a very limited degree
in many instances, in the revision of courses of study or preparation
of new ones--usually the extent of curriculum-construction in that
perind. Courtis, reporting practice in public elementary schoois,
stated that

The nachinery of revision employed depends somewhat
upon the s’ .- of the city. In the smaller towns the
agency is frequently on person, the superintendent



usually, but principal, teacher, or members of the
supervisory staff are mentioned in the order named,

In place of single individuals there are frequently
small groups, composed usually of members of the
adninistrative staff, principals, and teachers. In

all types of schools a committee of teachers under

the direction of administrative or supervisory ofricCers
constitutes the conventional machinery of revision, =6

Counts, reporting the same kind of study of public high schools,
states:

The machinery for curriculum-revision may consist of

a single individual, a small group variously constituted,
conmittees of teachers working under different forms

of leadership, or any combination of these three instru-
ments. . . . When such a group is organized, it is

s inost always composed of members of the general adminis-
trative and supervisory staff, high school principals,
and high school teachers.h?

But 3n contrast, Section IIT of the Ycarbook reports 'progressive
curriculum-construction' practices in six school systems. All reported
the use of committees of teachers in the preparation or revision of
courses of study and the development of curriculum plans. Denver and
St. Louis were making the most extensive use of teacher committees
in their respective programs. Section IV describes the curriculum and
curriculum planning activities in a number of laboratory schools. Each
reported extensive teacher participation in planning the program of
the school. Bonser summarized their reports: "In each of these schools,
the school staff itself--its principal or director, its supervisors,
and its teachers--is responsible for the curriculum.'S8

In planning with the Virginia State Department of Education in the
early 1930s, Caswell insisted that all teachers must be fully involved
in any curriculum revision program if classroom practice was actually
to be improved. He and his coauthor wrote:

If the success of a curriculum program is to be measured
by changes that are achieved in the conduct of boys and
girls by reason of improvements accomplished in the in-
structional program, it becomes evident that early in
the program the entire teacher-group within the system
must become sensitized to the need for the improvement
of instruction. . . . Only through a thorough under-
standing of the curriculum program and all of its
implications can the teacher-group give the intelligent
co-operation that will result in improved classroom
instruction.>?

Caswell, who alcne directed the Virginia program, insisted that
three kinds of par:icipation were essential: ''wide participation by
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all teachers, supervisors, and administrators in the given school
system; intensive participation by small selected professional groups;
and general participation by representative lay groups working on
vertain aspects of the program.'®0 In the state programs that he
directed all were urged to participate in the curriculum development
program by engaging in an intensive program of inservice study and
discussion, preparing and trying out units of work in their own class-
roors and then submitting them to a state planning committee for use
in developing new courses, and in trying out the tentative draft of
such new courses and submitting criticisms of them.

At the same time, teachers in the high schools included in the
Eight-Year Study, similarly, were participating in conferences, work-
shops, and the like in which curriculum matters were discussed and
curriculum plans developed. The movement for teacher participation
in curriculum planning caught fire throughout the nation and since that
period it is generally assumed by all educators that the teacher is,
after all, the curriculum planner in terms of the kinds of learning
experiences in which students engage., All others--administrators,
supervisors, state department personnel, professors of education,
consultants, textbook writers, publishers and producers of instructional
materials, federal bureaucrats--simply provide support services--
leadership, insights, understandings, research findings, examples--
to the teacher.

Obviously acceptance of such concepts by the profession and the
public, although often contravened in practice in many ways, hac
tremendous impact on teacher education. The competencies required of
the professional teacher multiplied many times by acceptance of this
significant piece of '"conventional wisdom," pulled together and recog-
nized as sound Jduring the 1930s and refined in practice to this day.
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